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Abstract
Cook, Crystal Dawn. Ed.D. University of Memphis. May 2015. Literacy
Practices in the Homes of Latino Immigrant Families and their Relationship to Language
Acquisition. Major Professor: Dr. Beverly Cross.
The purpose of this study was to examine the literacy practices of Latino
immigrant families and their children and what that support resembled in their homes. In
addition, the purpose also centered on the role of language in literacy practices and the
association between family relationships and literacy practices. By conducting this study,
it was the researcher’s hope that the literacy practices of Latino immigrant families with
their children contributed to the sufficient preparation of instructional planning for
classroom teachers in helping ELL/ESL students improve their English language
acquisition. Furthermore, the study will contribute validity to the importance of
identifying and acknowledging the individuality each child brings to the classroom.
This study was guided by the following research questions:
1. What are the key literacy practices of Latino immigrant families in their
homes with their children?
2. What are the Latino immigrant families’ perceptions of the connections of
these practices to their cultures?
3. How do Latino immigrant families’ view the connection between their home
literacy practices and the acquisition of English?
The results of this study indicated that there were literacy practices that occurred
in the homes of Latino immigrant families. The methods for collecting the data included
interviews, photo elicitation, and the use of my research journal. Three themes emerged
from the overall data collection. The three themes that emerged were the studying of the
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Bible was the primary literacy source in the homes, homework practices were the
secondary literacy source in the families’ homes, and family time activities were also
literacy practices in the families’ homes. Family time activities were considered a minor
theme, while studying the Bible and homework practices were major themes represented
from the data. It was determined from the collected data that families engaged in key
literacy practices in their homes and that also, the families perceived connections to their
culture and to the enrichment of their children’s acquisition of English.
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Chapter 1: Introduction
Urban schools are unarguably becoming diverse. Today about 23% of all U.S.
children are immigrants or the children of immigrants (The Future of Children, 2011).
Specifically, in the last decade, urban schools have become increasingly diverse; thriving
with students from various cultural and ethnic backgrounds. Regarding public school
attendance, 95% of all children of immigrants and 91% of students who are limitedEnglish proficient attend urban schools (Fix & Capps, 2005). Students may be children of
immigrant families or immigrant themselves. As children of immigrant families or
immigrant children enter urban schools, they enter with cultural identities that represent
their diversity. Additionally, language can represent a robust facet of students’ cultural
identity and can provide a glimpse into the diverse lives of children of Latino immigrant
families. The practice of becoming literate, as well as the literacy activities one is
engaged in, symbolizes a person’s cultural identity (Ferdman, 1991). Children may
already have a concept of language rooted in their native language(s). Regardless of the
native languages spoken, many children of immigrant families in Elementary urban
schools are born in the United States (Fix & Capps, 2005).
Supporting English Literacy Acquisition
An essential concern of urban educators and leaders is how to effectively help
children of Latino immigrant families acquire the necessary skills essential to be literate
in English. This concern arises for several reasons. One major concern of many educators
in urban classrooms is meeting both the academic, as well as the linguistic needs of
students (Callahan, Wilkinson, & Muller, 2008). Classroom teachers, interventionists and
educational specialists, such as ELL (English Language Learner) teachers, work with
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students to support their literacy acquisition. These professionals may provide a variety
of literacy strategies to students throughout the school day, with the expectation that
students’ English skills will improve and students will become literate in English. Once
students leave urban schools and arrive home, what is occurring within Latino immigrant
families that support English literacy acquisition? Another consideration of urban
educators should be the literacy strategies that occur in homes of Latino immigrant
families, regardless of whether the strategies are in the child’s native language, English or
both. In addition, an interest of urban educators should also reflect approaches in which a
connection can be established between Latino immigrant families and the school, in order
to understand those literacy strategies parents engage in with their children.
There is a compelling correlation between parents involvement with their
students’ literacy acquisition. For example, parents’ active involvement, such as reading
to their children and providing reading materials in their homes, is positively associated
with children’s later reading success (Davis-Kean & Eccles, 2003; Linver, Brooks-Gunn,
& Kohen, 2002.) Understanding this correlation is vital for native English speakers’
success in schools. However, how does this correlation affect students’ of Latino
immigrant families? In addition, when Latino immigrant families support their children’s
literacy acquisition, what does this support resemble in the homes of Latino immigrant
families?
As students acquire the skills necessary to being literate in English, they may
receive help from families at home. Students’ diverse families reflect cultural
characteristics including traditions, beliefs, languages and practices (Gadsden, 2004).
These significant cultural characteristics not only reflect Latino immigrant children and
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their families but also can be potential resources to help students further develop literacy
practices. Recent research regarding ELLs directs attention to the consideration of the
developments of literacy beyond school walls, connected with daily practices (DelgadoGaitan, 1994; Gillanders & Jimenez, 2004; Moll, 1992; Valdes, 1996). Going beyond
school parameters and into Latino immigrant family homes is necessary and can be
helpful in meeting the challenges that Latino immigrant children encounter with learning
a new language and developing their literacy skills.
Acquiring a New Language
Children of Latino immigrant families that are learning English as another
language struggle with learning the language at different levels. This is a great challenge
of urban schools as well as their families. Students may be classified as at risk because of
the struggles they encounter in acquiring language proficiency (Saracho, 2007). Though
students receive help in schools, traditional language and literacy strategies may not
prove helpful and students then remain labeled at risk (Saracho & Spodek, 2002).
The challenges that these students face are of great concern to all involved in the
development of their literacy skills, including their families. Therefore, it is necessary
Latino immigrant children’s literacy challenges are targeted at a young age. The
challenges ELLs face with acquiring a new language, as well as acquiring the necessary
literacy skills that will ensure their success in schools is challenging for the families as
well.
As ELLs acquire a new language and attain literacy skills in that new language,
understanding the literacy practices that occur in children’s homes is significant. It can be
beneficial to the mainstream teacher to have knowledge of the types of academic
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practices that occur in families’ homes. It grants teachers the opportunity to know each
student as a whole person, “who is actively involved in multiple spheres of knowledge
and relationships” (Iddings, 2009, p. 305). Teachers can also gain a better understanding
of the academic level of their students when they have knowledge of what occurs in the
home regarding literacy practices. This knowledge can also inform teacher’s instructional
strategies for working with children in improving their literacy practices. The Rand
Reading Study Group determined that it is essential for all students that the development
of learning and literacy be viewed as sociocultural and historical events, “not just because
they are acquired through social interactions, but also because they represent how a
specific cultural group or discourse community interprets the world and transmits
information” (Snow, 2002, p. 11; as cited in Iddings, 2009). Immigrant children need
opportunities to develop and interact with language and reading skills both in the
classroom and at home (Saracho, 2007). Therefore, it is important to know and
understand the literacy practices of immigrant families. For the intention of this study,
students were not distinguished by whether they were immigrants themselves or children
of immigrant families. Yet, children were referred to as ELLs by the researcher in order
to concentrate focus towards the literacy practices of families and their children as new
language learners and not the cataloguing of the students. Additionally, this study
examines the literacy practices that occur in the homes of ELLs with their families.
Background
Researchers have documented that there exists a sufficient amount of literature
that attempts to marginalise low income parents as less involved in their children’s
education than middle class parents (Rumberger, Ghatak, Poulos, Ritter, & Dornbusch,
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1990; Snow, Barnes, Chandler, Goodman, & Hemphill, 1991). Unfortunately this amount
of literature depicts immigrant families in a similar light. In 2001, one-quarter of all
children living in low-income families had one or more foreign-born parents (Fix,
Zimmermann, & Passel 2001). An ongoing trend in our society reflects myths that depict
a form of stereotyping that focuses mainly upon racially, ethnically, or socioeconomically
marginalized parents based on an assumption of deficit (Moreno & Valencia, 2002;
Valdes, 1996). These assumptions assume immigrant families lack the language skills to
support their child’s literacy acquisition. Some schools may also adopt these assumptions
when ELLs in mainstream classrooms struggle with learning academic content due to
language obstacles. In addition, with language differences, schools may assume Latino
immigrant parents are unable to help their children with homework and other academic
skills. However, many educators are also aware of the positive impact on children’s
literacy development when parents are involved in supporting this effort and understand
any support Latino immigrant parents offer can be beneficial. Schools incorporate parentteacher nights and meetings, in addition to other methods of inviting parents to visit the
school. There is a wealth of information on the Internet guiding parents in how they can
support their child’s literacy development at home. In addition, research indicates family
literacy practices that support abundant literacy and oral language practice are linked to
higher levels of children’s language and literacy development (Booth & Dunn, 1996;
Hart & Risley, 1995). Literacy strategies such as reading aloud together, discussing
stories, repeated readings of children’s favourite stories and families visiting the library
together are only a few strategies parents can engage in with their children outside school
(International Reading Association, 2008). Although educators are aware and may
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encourage literacy strategies parents can engage in with their children at home, what does
research specifically reveal about Latino immigrant families and literacy strategies in the
home? Research is certainly lacking in providing educators with real literacy practices of
Latino immigrant families with their children.
There also exists substantial research that indicates that understanding the literacy
practices of immigrant families has the potential to support the development of ELLs’
literacy skills (Nieto, 2002). There are potential practices occurring at home that can
support this development of skills. These practices may occur in the student’s native
language, in English or possibly both. Researchers have proven varieties of literacy
practices occur in immigrant families (Goldenberg, Reese, & Gallimoore, 1992). This
family support is imperative and the positive encouragement from parents can provide
their children with the support they may need in order to face those challenges that exist
in acquiring English literacy skills. Research indicates students from culturally and
linguistically diverse families own a wealth of cultural knowledge and experiences that
can be used to enhance their literacy development (Moll & González, 1994).
Statement of the Problem
According to state-reported data, it is estimated that 4,999,481 ELL students were
enrolled in public schools (pre-K through grade 12) for the 2003-2004 school year (NEA,
2005). Specifically, however, ELLs are mostly enrolled in urban schools and most
schools with “high ELL” populations exist in urban areas (Cosentino de Cohen,
Deterding, & Clewell, 2005). Additionally, schools that serve high concentrations of
ELLs (high-LEP) are often times large, urban, and serve minority students—while other
schools (low-LEP and no-LEP) are usually smaller, serve a primarily white student
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population, and respectively are mostly suburban and rural (Cosentino de Cohen &
Clewell, 2007). With this knowledge of an increase in the number of Latino immigrant
children in urban schools, it is imperative in knowing the literacy practices of Latino
immigrant families, utilised with their children in the home, for educators to best
understand how to work with immigrant students. Urban schools are under increasingly
high demands and pressure to resolve the extensive issue of Latino immigrant students
lacking the English skills to be successful in school. Teachers are under pressure to
ensure students pass state mandated assessments, in addition to other formal assessments.
Additionally, educators are under pressure to remedy the problem of immigrant students
failing in school (Li, 2001). Educators can establish a tighter bond between both
immigrant families and the school. Establishing this bond is vital to better supporting
immigrant students’ English acquisition and ensure they are successful throughout their
academic journey. If there continues to be a lack of understanding about the literacy
practices in the homes of immigrant families and how they contribute to their child’s
English acquisition, there will be a continued struggle in helping immigrant children
improve literacy skills. This study examines the literacy practices that occur in the homes
of immigrant families of children enrolled in urban Elementary classrooms.
Purpose of the Study
The purpose of this study was to examine the literacy practices of Latino
immigrant families and their children and what that support resembles in their homes. In
addition, the purpose also centres on the role of language in literacy practices and the
association between family relationships and literacy practices. By conducting this study,
it is the hope of the researcher the literacy practices of immigrant families with their
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children will contribute to the preparation of instructional planning for classroom
teachers in helping ELL/ESL students improve their English language acquisition.
Furthermore, the study will contribute validity to the importance of identifying
and acknowledging the individuality each child brings to the classroom.
Research Questions
This study is guided by the following questions:
1. What are the key literacy practices of Latino immigrant families in their
homes with their children?
2. What are the Latino immigrant families’ perceptions of the connections of
these practices to their cultures?
3. How do Latino immigrant families’ view the connection between their home
literacy practices and the acquisition of English?
Conceptual Framework
Constructionism
The epistemology of which this study is based is Constructionism.
Constructionism stems from the concept that meaning is not discovered, but constructed
or made (Crotty, 2003). Specifically, the world around us holds meanings that are
constructed by people, as they engage with the world they are interpreting (Crotty, 2003).
Furthermore, constructionism affirms knowledge is constructed by a person’s interaction
with his/her own experiences and also “co-created” by his/her interaction with other
individuals within a certain collective community (Jha, 2012). ELLs have experiences
that shape their literacy practices in the home. Moreover, these practices are also
influenced and constructed by their interactions with individuals in their communities.

8

The theoretical framework in which the research is based is on the theory of the social
construction of knowledge. Within the social construction of knowledge, different people
construct meaning in different ways, even in relation to the same phenomenon (Crotty,
2003). Regarding Latino immigrant families, literacy practices are constructed differently
and therefore may not resemble literacy strategies supported in urban schools. Social
constructionism accentuates knowledge is framed between participants in a social
relationship (Hruby, 2001).
Funds of Knowledge
ELLs and their families engage in activities which provide varying experiences.
These life experiences are valuable and facilitate in shaping the cultural identities of
ELLs. Unfortunately an underlying assumption of many schools is that linguistically and
cultural diverse working class students fail to materialize from homes rich in social and
intellectual resources (Gonzalez, Moll, & Amanti, 2005). Furthermore, by adhering and
adopting these assumptions, hegemony exists as ELLs and their families are marginalized
as deficient in supporting literacy in the home with real-life experiences. The funds of
knowledge and experiences of Latino immigrant families can come to serve as
educational resources by providing insight into more effective pedagogical practices
(Browning-Aiken, 2005). Therefore, educators need to be familiar with the literacy
practices of the ELLs in which they serve. According to Moll, Amanti, Neff and
Gonzalez (1992), funds of knowledge can be defined as the “historically accumulated and
culturally developed bodies of knowledge and skills essential for household or individual
functioning and well-being” (p. 133). Through ELLs’ funds of knowledge, learning is
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often seen as a social process in which family members support learning (Mui &
Anderson, 2008).
How does this relate to Latino immigrant families and ELLs? Latino immigrant
families’ literacy practices may not mirror the practices of the school but have meaning
because they are created and established by the family. The knowledge and practice of
literacy strategies Latino immigrant families engage in with their children to aid in
bridging the gap between home and school language acquisition are families efforts in
making sense of this reality.
Limitations of the Study
1. The results that arise from the study involving the three participating Latino
immigrant families may not be indicative to all situations involving literacy
practices of Latino immigrant families with a child in fourth or fifth grade
ESL/ELL. Therefore, there should be no generalizations about Latino
immigrant families and children.
2. Concerning the small sample of this study, it would be difficult to say the
experiences of those participating in the study to be typical (van Manen,
1990).
3. There can be difficulty in guaranteeing pure bracketing, which can lead to
interference in the analysis of the data (Manen, 1990). The researcher will
strive to ensure previous knowledge regarding the phenomenon is put aside to
better validate and highlight the voice of the participants. Additionally, the
researcher will take all possible measures to collect, analyze, and report data
in an unbiased and equitable manner.
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Definition of Terms
The following terms are relevant to this study and were used throughout this
research.
•

ELL: English language learners

•

ESL: English as a second language; a person acquiring English as a second
or another language
o also refers to specified periods of instruction that aims at
developing students’ English language skills, with a primary focus
on communication, grammar and vocabulary (Hakuta, 2000)

•

Family literacy: process of incorporating the spoken and written word into
meaningful activities within the family (The Ohio Literacy Resource
Center, 2008)

•

Immigrant family: a family that includes at least one foreign-born parent
(National Center for Children in Poverty, 2014)

•

Key: being of paramount or crucial importance

•

Literacy practices: includes the construction of knowledge, values,
attitudes, beliefs and feelings associated with the reading and writing of
particular texts within particular contexts (Barton & Hamilton 1998;
Barton, Hamilton, & Ivanic, 2000; Baynham 1995; Street 1984)
o Also includes a collection of cultural and communicative practices
shared among members of particular groups (NCTE, 2013)
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•

Culture: “characteristics and knowledge of a particular group of people,
defined by everything from language, religion, cuisine, social habits,
music and arts.”
o “shared patterns of behaviors and interactions, cognitive constructs
and understanding that are learned by socialization.” (Center for
Advance Research on Language Acquisition, 2015)
Organization of Study

This study is divided into five chapters. The first chapter includes an introduction
to the study, background and statement of the problem, the purpose of this study, the
research questions, the conceptual framework, limitations, definitions of terms, and the
organization of the study. Chapter 2 is a review of the related literature, with current
research relative to Latino immigrant families and key literacy practices. Chapter 3 offers
a detailed description of the methodology used for this study, rationale for qualitative
design, theoretical framework, the research setting, participation and identification
selection, data collection, data analysis, representation, and subjectivity statement.
Chapter 4 encompasses the findings of the research. Chapter 5 includes a summary of
findings, conclusions, implications and recommendations for future.
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Chapter 2: Review of Literature
English Language Learners and Immigration
In pursuance of better understanding the research related to the study, the
following research questions guided the study:
1. What are the key literacy practices of Latino immigrant families in their homes
with their children?
2. What are the Latino immigrant families’ perceptions of the connections of these
practices to their cultures?
3. How do Latino immigrant families’ view the connection between their home
literacy practices and the acquisition of English?
Growth of ELLs in America as Diverse Groups
According to the National Center for Educational Statistics (2005), school-age
children (ages 5–17) who spoke a language other than English at home increased from
3.8 million to 9.9 million between 1979 and 2003. These children are ELLs. The acronym
ELLs (English Language Learners) is utilized throughout this review, referencing
students acquiring the skills necessary in being literate in English. ELLs include children
that are greatly diverse, and have various gifts. They are culturally, linguistically, and
academically diverse. In addition, ELLs also have scholastic demands and desired,
expected goals. The level of English students hold vary as well, with some students
speaking English in the home at mid to high levels, while some students converse and
interact mostly with their native language(s) in homes.
ELLs are not to be easily positioned into simple categories because they comprise
a very diverse group (NCTE, 2008). In urban schools, ELLs are just as diverse as their
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native English speaking peers and therefore, cannot be placed into one single category.
There is ample researching indicating the diversity of ELLs which includes various
facets. Recent research indicates 5 % of adolescent ELLs were born in the U.S., while
43% were born elsewhere (Batalova, Fix, & Murray, 2005). Whether ELLs are
immigrants or children of immigrant families, they represent an extensive, diverse level
of English knowledge and acquisition. ELLs have wide-ranging levels of language
proficiency, socio-economic status, substantial school expectations, and content
knowledge (Batalova et al., 2005). These facets of society are cultivated from a variety
of factors which overall, supports ELLs’ cultural identities. Emerging from various
backgrounds, students are unique in their ability to represent multi-levels of
characteristics. ELLs construct meaning; therefore, it stands difficult in attempting to
position culturally and linguistically diverse ELLs into one category of classifications.
ELLs can also be described as individuals that meet one of the following criteria:
a student born outside of the United States, whose native language is not English; a
student that comes from an environment in which English is not the dominant language;
or an individual that is American Indian or Alaskan native from settings in which
languages, other than English, affect their English language proficiency levels (Au, 1998;
Fitzgerald, 1995). In urban schools, it proves difficult to identify ELLs as either
immigrants or children of immigrants based on language solely. Based on the criteria
mentioned above, ELLs may be children of immigrant families, born in the United States,
but reside in an environment in which English is not the dominant language. Therefore, it
is alarming to apply stereotypical notions that labour towards marginalising ELLs.
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Often the discourse ELLs speak at home is different from the discourse they are
exposed to and hear at school (Mays, 2011). This contrast can be a difficult transition
students are encouraged to make in school. This contrast in discourse between home and
family can also put a strain on ELLs as they attempt to come to terms with differing
worlds. In addition, the difference between home and school discourse can support or
hinder ELLs in aiding students in their journey towards English literacy acquisition.
With the increasing number of ELLs entering classrooms, understanding the discourse of
ELLs that surrounds literacy practices is key in aiming towards the goal of supporting
students in their acquisition. The multiple definitions of ELLs described, depicts students
as active learners of the English language that represent a varying degree of English
knowledge. These significant details relating to ELLs, portrays students having
diversified, constructive cultural experiences that overall shape their educational
practices.
The next sections include a concise, yet thought-provoking glimpse into the
history of educating children of immigrant families in America, with the focus beginning
with the early 1900s. In addition, the focus of this section is to provide insight into the
relationship between immigrants into the United States and the American school system.
It is necessary to understand some of the history surrounding ELLs and education in
recent American history prior to considering the literacy practices of immigrant families
in their homes. Having an understanding of this history may provide insight into the
obstacles some immigrant families have endured in America and how these struggles are
connected with the home literacy practices.
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Settling In
The early 20th century brought about a new wave of immigrants seeking work
among America’s surge of low-level industrial jobs (Fass, 2007). Millions arrived from
impoverished, underprivileged towns and villages throughout countries in Europe
(Freedman, 1995). Needing work, many immigrants also entered the country with
children which brought about challenges to American how to educate them. Those
families that did not initially arrive together were sent for by the father later, sometimes
not until work had been established.
According to 1910 census records, immigrants and their children made up threequarters of the population of New York, Boston, Chicago, Detroit, and Cleveland
(Salomone, 2010).These heavily populated areas of immigrants and their families also
created pockets of culture which represented various groups including Italians, Arabs,
Spanish, Germans and Irish. Various people would settle in parts of the city as
independent cultural groups, separating themselves from the mainstream society and
creating pockets of vibrant culture throughout American cities. The determination
towards making a better life for themselves and families that existed in their home
countries continued to exist as families attempted to settle into life in America.
The schools had the task of educating immigrant children, that were both born in
America and those coming to America, and integrating them into the nation (Fass, 2007).
In some of the city schools, most all the students came from immigrant families
(Freedman, 1995). However, many challenges faced school officials as they “welcomed”
immigrant children into their schools. Fass (2007) and Freedman (1995) both agree that
there were many challenges immigrant children faced entering American schools. One of
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these challenges included having to fully communicate in a new language. Immigrant
children were often placed in regular classes unable to speak, read or write in English.
Thus, older students that were unable to speak the dominant language were placed in
classes with much younger children, based on their English proficiency level. Often
times, older children were in classes with younger children which caused embarrassment
for these older immigrant children. Therefore, this system was quite unpopular
(Freedman, 1995). With this gap in literacy, many immigrant children left school in
frustration and worked in factories and mills (Salomone, 2010). Instead of a focusing on
supporting native languages and enhancing the literacy skills of immigrant children,
schools focused more so on teaching immigrant children the about democracy and
American values.
Often times, immigrant parents needed their children to assist with tasks in the
home, which contributed to immigrant children being absent (Fass, 2007). However,
according to Freedman (1995), many families did strive to keep their children in schools
until the age of 14. This was not always possible, especially during hard times for the
families. When unfortunate events did occur, children were often removed from school to
help support the family.
Freedman also notes that eventually, in most schools in the large urban cities,
special classes were established to accommodate the heavy immigrant enrollment.
Teachers would teach English to children that recently arrived in America. Students
would spend four to five months in these classes, acquiring English skills before being
moved to the mainstream classrooms. After grammar school, many immigrant children
were placed in vocational schools to learn a trade or skill.
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Americanization
The more exploitive aspect of Americanisation took hold in war years (Salomone,
2010). In addition, verbal attacks on immigrants were growing and in addition, many
Americans were against the hyphenated American (Salomone, 2010). This suggests
immigrants were to banish and give up their language, culture, religion, values, and
beliefs, ultimately denying themselves. According to Freedman (1995),
The children became Americanized much faster than their parents. Often
this caused painful conflicts in immigrant families. A gap appeared
between the children and their parents. The parents spoke English with
heavy accents, if they spoke it at all. They clung to Old World customs
and beliefs. The kids spoke English all day with their friends. They
thought in American terms. More than anything else, they wanted to be
accepted as equals in their adopted land. (p. 39)
Assimilation often came at a price, including immigrants and their children sacrificing
their identities which resulted in their names being changed.
Literacy rates were quite low among immigrant groups. In the early 1900s, of the
921,160 Southern and Eastern Europeans coming to America, 26.8% were not literate,
compared to 2% of 253,855 Northern and Western Europeans, 19.9% were not literate
(Alexander, 2007; Jenks & Lauck, 1922). Freedman (1995) agrees that as newcomers to
America, immigrants faced the challenge of earning a living while lacking education and
skills. Additionally, many immigrant families wanted to enjoy the promises of American
opportunities but were not as excited about sacrificing their traditions. This led to a move
towards embracing their religions (Salomone, 2010). With this embracement in America,
begin the establishment of religion-based language schools, which maintained immigrant
families’ native language, which lacked in public schools for their children. Although
many of these schools begin to emerge, they were negligible in meeting the literacy needs
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of immigrant children and many were forced to attend public schools, and were greatly
overlooked.
Recognition and Uprising
Many of the expressions, regarding educating immigrant children, were a result of
fears the war had induced. In the 1930s and 40s came about ideas that public schools
should recognize the traditions of immigrant families and help their children gain selfesteem and better adjust to American society (Salomone, 2010). However, after WWII,
many immigrant children continued to suffer in schools. There were many factors, which
contributed to this disparaging, academic suffering including prejudice, discrimination,
and the rejection of their native languages.
With monumental victories for civil rights arising, (Brown v. Board of Education
in 1954), legislation regarding immigrants began to shift in the 1960s with the civil rights
movement. Although the civil rights movement greatly exposed the marginalising of
African Americans, especially, other cultural groups were impacted as well, including
Latinos and Asians (Fass, 2007). With the civil rights movement, discussions and
concerns regarding the lack of equity, peace, fairness, and the marginalisation of cultural
groups arose. With these discussions in play, there came about a change in the education
of immigrant children, among other cultural groups. For example, preschool became
more of an opportunity to help students enhance literacy skills that may have not been
present or lacking in their home environments. In addition, these preschool and
kindergarten programs (Head Start) learning readiness (Fass, 2007). These programs
were common to the period in which American regulations sought to address the issues of
inner-city poverty.

19

In addition to the civil rights movement, legislation for bilingual education began
to peak. This was due in large because of Mexican Americans following the path of
African Americans in their mission for equality and support of ethnic pride. The
Bilingual Education Act (1968), occurring, many large urban cities, in which there was
large populations of various cultural groups, children of immigrants from China,
Mexico, Vietnam and many other places were offered instruction in school in their
native languages in basic subjects, at public expense (Fass, 2007). As a result of the
Bilingual Education Act, many Elementary and some secondary bilingual and English as
a Second Language (ESL) programs were implemented throughout the United States
(Ovando, 2003). Professional organizations such as TESOL (Teachers of English to
Speakers of Other Languages), were established during this time. TESOL was formed in
response to the increased demand for teaching materials for ESL and methodologies due
to the influx of immigrants, refugees, and international students to the United States
(Teach for America, 2009). TESOL was beneficial, and continues to be so, for educators
of ELLs of all English proficiency and grade levels.
Additionally, in the essential 1974 Lau vs. Nichols case, the U.S Supreme Court
rules in favour of Lau and many other Chinese American students in San Francisco that
were denied access to an equal education because they could not adequately understand
the language of instruction. With this case, school systems had to adopt strategies that
helped non-English speaking students, even though the court offered no such model of
strategies (National Association for Bilingual Education, 2013). These monumental cases
helped to establish the need for children of immigrants to be provided with opportunities
to acquire the skills necessary to be literate in English, with support and scaffolding.
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A Move towards Equity
The 1980s brought about a time in which awareness of providing education to
ELLs began to wane. This was due in part because the politics of language education
during the Reagan and George H. W. Bush administrations (Ovando, 2003). There was a
strong focus on English-only instruction and thus this period brought about a number of
groups supporting English only programs for ELLs. In addition, as the number of ELLs
increased, the number of Office for Civil Rights compliance reviews of districts’
programs to meet the needs of these students decreased drastically (González, 1994;
Lyons, 1990; Ovando & Collier, 1998). This warranted concern from educators,
community members, and supporters of bilingual education for ELLs and how they were
being considered academically.
In the 1990s, one in 20 students in public school, grades K-12, was an ELL
(Goldenberg, 2008). Currently, the ELL population has grown from 2 million to 5 million
since that time (Goldenberg, 2008). During this time frame, states that were not
accustomed to an increase in ELL population, including Indiana, North and South
Carolina and Tennessee, begin to see such a rise of ELLs in public schools. Later, in
2002, the English Language Acquisition, Language Enhancement, and Academic
Achievement Act (Title III of NCLB) replaced the Bilingual Education Act (National
Council of Teachers of English, 2008). Today there is a continued struggle to provide
adequate literacy instruction to ELLs. History has taught us much, yet we have more
work to continue as the need for ELLs to increase in their acquisition of literacy skills.
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Literacy and English Language Learners
ELLs that are learning English as another language struggle with learning the
language at different levels. The struggle these students experience stem from various
internal and external factors affecting students’ language acquisition. Internal factors are
those factors that exist with ELLs as they are acquiring literacy skills in English in the
learning situation. In addition, external factors are those factors that characterise the
learning environment. Some internal factors include age, intrinsic motivation,
experiences, cognition and native language (Frankfurt International School, 2013).
External factors include the school’s curriculum, the instruction students receive in the
mainstream classrooms, culture and social status, access to native speakers (the
opportunity to interact with other individuals that speak the same native language), and a
continuation of motivation from parents and teachers (Frankfurt International School,
2013). These internal and external factors are not final in determining whether ELLs will
struggle with language proficiency and literacy acquisition. However, these factors
conceptualise the difficulties ELLs face and deal with as they learn English at varying
levels. In addition, not all ELLs struggle with these factors; thus, supporting the assertion
of ELLs as a diverse cultural group.
ELLs may be classified as at risk because of the struggles they encounter in
acquiring language proficiency (Saracho, 2007). This label of “at risk” can be damaging
to ELLs as they struggle in meeting the multitude of demands expected of them in
mainstream classrooms. These struggles that interrupt students learning process thrust
ELLs into a category of being considered as “at risk”, as a result of poor performance on
state mandated formative assessments. Students are also labeled “developmentally
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delayed” and “not ready to learn” according to academic achievement, as measure by
standardised assessment scores and classroom assignments in U.S. schools today (Delpit,
1988; Gee, 2001). In schools, ELLs receive assistance from classroom and teachers of
ELLs, and possibly tutors. Though ELLs receive help in schools, traditional language and
literacy strategies may not prove helpful and students then remain labeled at risk
(Saracho & Spodek, 2002). The challenges that ELLs meet are of great concern to all
involved in the development of their literacy skills. It is vital that ELLs’ literacy
challenges are targeted at a young age. With learning a new language and acquiring
literacy skills necessary for ELLs, understanding the literacy practices that occur in their
homes is essential and significant. ELLs need the opportunities to develop and interact
with language and reading skills both in the classroom and at home (Saracho, 2007).
Therefore, it is vital knowing and understanding the literacy practices of Latino
immigrant families.
Acquiring the skills in becoming literate in a new language can be a struggle and
challenge for ELLs. Acquiring the skills necessary in becoming literate in English
without incorporating academic content can also be challenging. Students must juggle the
many responsibilities of their worlds within the school boundaries and of the
responsibilities and expectations at home. With these responsibilities, ELLs have a
copious quantity of obstacles before them in the area of literacy acquisition in English.
Often times, students are expected to perform adequately, in a short amount of time, on
state mandated standardised assessments in English, in addition to their other duties as a
new learner of English. According to Cummins (1985), conversational English, for new
language learners, can develop quite quickly, which accounts for about two to three
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years. ELLs are exposed to environments filled with various levels of English
conversations, whether among their peers or between teachers and staff. This exposure
may or not include the new learner of English.
However, developing academic content knowledge takes much longer. Academic
English requires a longer time for ELLs to develop because it is a cognitively challenging
and rather decontextualized register (Cummins, 1984). Development of academic English
content includes ELLs relying on a broad knowledge of words, concepts, language
structures and interpretation strategies (Center for Applied Linguistics, 2000). It is
necessary for ELLs to have this knowledge of academic English content to genuinely
comprehend the content expected of them. According to Mora (2009), it takes ELLs an
average of six years to become proficient in English. With this knowledge, it is plausible
that ELLS face with frustration the expectation of quickly “learning English” in schools.
However, as ELLs acquire literacy skills, they journey through stages.
Second Language Acquisition
According to Krashen and Terrell (1983), ELLs acquiring English experience the
six stages of second language acquisition: pre-production, early production, speech
emergent, beginning fluency, intermediate fluency, and advanced fluency. Although
ELLs go through the stages, it varies the length of time individuals experience each stage.
Some ELLs may remain in a stage longer than other ELLs. Briefly, the pre-production
stage includes what some researchers refer to as the “silent period” (Krashen & Terrell,
1983; Saville-Troike, 1988). During this period, students may remain silent in the
mainstream classroom, while listening and taking in the language.
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In the next stage, early production, ELLs may speak in class but in short, simple
sentences. In addition, during this stage, students produce many language errors, yet the
focus remains on listening and grasping the use of language around them (Hill & Bjork,
2008). During the speech emergent stage, ELLs begin feeling more comfortable with
branching out and using the language in the classroom. Comprehension level has
increased of the new language, simple sentences are produced and errors are made in
grammar and in the production of words (Hill & Bjork, 2008). The next stage,
intermediate fluency, ELLs have a more complex understanding of the English language.
Students are able to produce more multifaceted writings in the new language, as well as
communicate in speech with producing complex sentences (Krashen, 1984). The final
stage, advanced fluency, the student has a near native production of speech (Hill & Bjork,
2008). This final stage is ongoing, as ELLs continue to advance and polish their English
language skills. It is necessary that teachers understand these vital second language
acquisition stages in order to provide cultural responsive instruction in the classroom.
The Struggle with Literacy
Reading in the 21st century demands that all students develop high levels of
literacy (Ogle & Correa-Kovtun, 2010). Students develop levels of literacy skills in
various ways: at home, in their communities and at school. The literacy practices students
develop may or may not mirror the practices adopted and implemented in the classrooms.
ELLs have long struggled with acquiring high levels of literacy due to various obstacles
including language barriers. Their struggle continues, yet serious improvements in how
ELLs are taught in U.S schools have changed considerably. However, the road to
improving teaching strategies for ELLs is constantly being transformed and decisions
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regarding teaching practices are not always created within the best interest of immigrant
children.
In this review, I have attempted to highlight various aspects of ELLs including
immigration, a brief glimpse in the history of Latino immigrants in America, literacy and
the continuing struggle of both literacy and language acquisition. In the next section, key
literacy practices are discussed regarding Latino immigrant families and their children in
the home environment.
Key Literacy Practices
What are some key literacy practices among ELLs and their Latino immigrant
families? The response to this question is varied and diverse, as the families which enact
these literacy strategies. In this section, there is a focus on the key literacy practices that
research depicts exist in the homes of Latino immigrant families with their children.
Some of these practices exist in many families’ homes, as well as Latino immigrant
families. In addition, these practices may or may not resemble literacy practices in the
schools. Nonetheless, practices help validate students’ funds of knowledge, regardless of
whether literacy achievement increases. Dorr (2006) points out that the extensive
foundation of knowledge and experiences that children possess derives from their
everyday life. The literacy practices, whatever they may be, are part of those experiences
of everyday life.
Language learning and literacy development for ELLs can be viewed as
sociocultural “not just because they are acquired through social interactions, but also
because they represent how a specific cultural group or discourse community interprets
the world and transmits information” (Snow, 2002, p. 11). The literacy practices
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characterized by immigrant families occur through social interactions within the family
structure and also through the culture of community. Understanding the literacy practices
of ELLs in the home can provide specific cultural information about students’ families
and communities. The information represented here does not purport that ELLs and their
families engage in these practices, nor is a statement being made that all immigrant
family homes include and engage in these literacy practices. In addition, there lacks
substantial further research to support literacy practices occur in the homes of various
cultural groups. There is ample research documenting literacy practices in cultural
groups’ homes such as Latino families, but lacking in other cultural groups (Chavkin &
Feyl-Gonzalez, 2000; Quezada, Diaz, & Sanchez, 2003; Sands & Plunkett, 2005;
Saracho, 2007;). However, what this review does represent is a description of key
practices that research depicts occurs in the homes of immigrant families with their
children. There are many different types of literacy practices in people’s lives: across
contexts, in different domains, and for various purposes (Street, 1995). Such literacy
practices are also evident in many homes of ELLs and occur within various contexts.
Some of the literacy practices discussed in the approaching sections includes storytelling,
reading of religious materials, language brokering, various types of games, and
environmental print.
Storytelling
Storytelling that occurs between immigrant families and their children can occur
in a variety of ways. For instance, stories include folk tales, personal narratives, and other
well-known stories (e.g., The Three Little Pigs) (Iddings, 2009). These stories may be
traditional past-times passed from generation to generation. In addition, these stories can
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hold great meanings to families and represent rich tapestries of culture and family. As
Latino immigrant families share these stories with their children, they are sharing how to
express stories aloud and have others listen. This sharing of stories provides ELLs with a
model of how reading aloud stories can occur and what it represents. Parents discuss
illustrations and characters with their children and may share stories in either English or
their native language (Iddings, 2009). Additionally, Ada (1998, 2003) and Huerta-Macias
(1995) identified stories such as fables and folktales, language, themes such as herbal
medicines that reflected Mexican American families’ beliefs, languages, culture, and
literacy practices (Saracho, 2007). These examples of storytelling constitute only a
portion of ELLs’ funds of knowledge and help in shaping children’s identities. The
literacy exchanges can include intergenerational learning (Gadsden, 2004). These stories
can be shared between a grandfather and grandson and hold cultural histories and
significance to the family. The exchange between one generation and the other supports
the child as they continue learning literacy and language.
There are some immigrant families that do not embrace storybook reading
whether at night or any other time with their children, yet value their child’s literacy
acquisition through the telling of stories. They hesitate from these practices for various
reasons including not enjoying the practice. Also, some families are not accustomed to
reading stories from books, but may enjoy sharing stories orally with their children that
represent their culture and heritage. In one study with an immigrant family and their
children, Mui and Anderson (2008) discovered that although the family studied valued
literacy highly and this was evident through their observations and interactions with the
family, the family differed from mainstream families in that storybook reading was
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absent from their home. The mother in the family noted that although her child’s teachers
reminded and encouraged her to read stories with her daughter at home, neither she nor
her daughter enjoyed the activity. This literacy practice is foreign to many cultures that
instead, value oral storytelling (Heath, 1983). This practice is foreign to the mother
because she was not read storybooks as a child by her mother. However, one activity they
did share together was when the mother sang to her daughter in Punjabi, their native
language (Mui & Anderson, 2009). Because this activity was enjoyed by both daughter
and mother, they shared a special bond because of that practice and looked forward to
that time together.
Gadsden (2004) highlights several images that reflect both culture and family
literacy in the homes. One example includes a woman of Irish decent working on an
assignment for her adult literacy class, while her 6 year old daughter sits next to her,
flipping through the pages of a children’s book of “folktales from different countries” (p.
402). Although the mother identifies as being “American”, she also identifies powerfully
with being a woman of Irish decent while interacting her daughter engaged in the folktale
book. This interaction between mother and child with this particular piece of literature
reflects the mother’s “certain values, beliefs, expectations, and practices” that reflect her
cultural background (p. 402).
Religious Texts
Many Latino immigrant families share religious texts with each other. These texts
include various interpretations of the Bible and the Quran for example. Gadsden (2004)
highlights an example that includes a Puerto Rican grandfather with his grandchildren
engaged in reading Bible stories in preparation for church services at a local church. The

29

grandfather observes one of his young grandchildren engaged in literacy practices
through scribbles of drawings in an attempt to write out a Bible story. Gadsden points out
the grandfather’s smile as he observes his young grandson reading in punctuated English
with several Spanish words and expressions. In addition Gadsden mentions that not only
is the grandfather smiling because he is pleased with his young grandson attempting to
read but also because the boy is using Spanish words that are “part of his linguistic,
cultural, and family history” (p. 402).
Engaging in religious texts and books is an integral part of many Mexican
immigrant families’ literacy practices in the home. One example includes a focus on
Mexican immigrant families in Chicago (Farr, 1994). The families emphasized engaged
in prayer books used for religious events, as well as catechism workbooks, and some
religious magazines were also read in the homes.
Real World Experiences
In the home environment, children are exposed to a plethora of experiences that
can contribute to their literacy acquisition. For example, real world experiences are those
experiences ELLs practice throughout their lives that may or may not make an impact.
There lacks sufficient research that provides insight into real examples of literacy
practices that occur in the homes of immigrant families and their children. However,
Morrow’s (2003) review of the research indicated that immigrant families that were lowincome, lacking in education, with ELLs, had home environments that were rich with
literacy and writing exercises. In addition, there is research on literacy practices among
working-class Latino families depicts practices that reflect their children engaging in
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collaborative literacy practices involving their parents, siblings, cousins, in public spaces,
such as kitchens or living rooms (Gonzalez et al., 2005; Volk & De Costa, 2001).
Real world experiences can include interactions within the community and family
members. An example is many ELLs, as they get older, become language brokers for
their parents, in which they translate literacy documents that are necessary for the
survival of the family (MacQuillan & Tse, 1995; Orellana et al., 2003). Older children
may translate important documents for their parents, as well as respond to phone calls
intended for the parents (Jones, Trickett, & Birman, 2012). In addition, ELLs also may
act as mediators at schools between parents and school personnel (Jones, Trickett, &
Birman, 2012). As language brokers, children use their bilingual skills to aid their family
members in communicating with various persons fluent in the dominant language
(Birman & Trickett, 2001; Orellana 2003; Orellana, Reynolds, Dorner, & Meza 2003).
Games are also incorporated into the literacy practices of immigrant families.
Games may include board games, counting games, card games and children engaged in
playing school (Mui & Anderson, 2008). Children, when engaged in playing board
games, such as Risk, Monopoly, and Scrabble, adapt the rules to include everyone in the
family actively participating, as well the rules to ensure all involved understood how to
play (Mui & Anderson, 2008). Games such as Scrabble and word games can support
students’ vocabulary acquisition. In a study by Mui and Anderson, the children of the
family studied engaged in a game in which they located dictionary terms that began and
end with certain letters. The children desired to be the best players and engaged in this
game often.
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The use of print and text can include a number of activities that can occur within
immigrant families and their children. For example, reading the environmental print on a
sign of a restaurant or going to the supermarket to purchase groceries can motivate ELLs
to ask their parents various types of literacy related questions (Ortiz, 1994). Communities
are occupied with various types of print. With supermarkets, street signs, billboards and
logos surrounding urban communities, ELLs are presented with ample opportunities to
interact with text and print with their families. In other studies, there is indication that
Hispanic families provided their children with literacy experiences such as through
books, religion, daily living, and general information (Delgado-Gaitan, 1994; Gallimore
& Goldenberg, 1993; Goldenberg, 1984, 1987; Oritz, 1994).
Families may also try and replicate highly structured, school-like activities in their
home. School-like activities may include skill-and-drill workbooks, phonics flashcards,
editing worksheets, and homemade tests that the children may practice in their homes
(Auerbach, 1989). These opportunities can facilitate the literacy acquisition of ELLs
when they occur recurrently.
There are many opportunities for literacy practices in daily life experiences. These
can prove successful, especially for children that are encountering a new language and
different culture (Chavkin & Feyl-Gonzalez, 2000; Sands & Plunkett, 2005). This support
is essential as ELLs face the challenge of acquiring the skills necessary in being literate
in English.
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Chapter 3: Research Methodology
The purpose of this study was to examine the literacy practices of Latino
immigrant families and their children and what literacy support resembled in their homes.
In addition, the purpose also centered on the role of language in literacy practices and the
association between family relationships and literacy practices. This study hopefully
provided insight into the literacy practices of families that have been marginalized by the
dominant culture regarding differences in literacy practices. This study was guided by the
following research questions:
1. What are the key literacy practices of Latino immigrant families in their
homes with their children?
2. What are the Latino immigrant families’ perceptions of the connections of
these practices to their cultures?
3. How do Latino immigrant families’ view the connection between their home
literacy practices and the acquisition of English?
This chapter included information about the research design, participants, setting,
data collection and procedures, and data analysis. The resources used for this review of
the literature were research articles obtained from the University of Memphis’ online
library database. Specifically, the articles were located through the university’s multisearch, multidisciplinary databases. The databases include ERIC, EBSCOhost, JSTOR,
WorldCat, OneFile, and Lexis-Nexis. Keywords used in order to search for appropriate
articles included ESL, ELLs, literacy, language acquisition, family literacy, urban school
setting, immigrant children, literacy skills, and literacy practices. All articles were peerreviewed and published in scholarly journals. In addition, valuable information from
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scholarly books facilitated a focus on instructional practices of ELLs in Elementary
school settings. These scholarly books were borrowed from an urban Elementary school
in West Tennessee, which included an educator professional library, with permission
from the school’s principal.
Research Design
In order to come to a collective understanding of literacy practices of recent
Latino immigrant families, this research utilized a qualitative phenomenological
methodology informed by the constructionist epistemology to understand the literacy
practices of each participating family. The literacy practices of recent Latino immigrant
families with a child in the fourth or fifth grade were explored to understand how these
families interact with literacy as recent Latino immigrants to this country. It is the hope of
the researcher that this study increased awareness within the education community of the
literacy practices of recent Latino immigrant families, in order for teachers to recognize
that students bring languages and literacies from the home and community into the
classroom. Upon this realization and understanding, classroom activities must be
structured in ways that allow students to build on their prior knowledge.
Methodology
The world around us holds meanings that are constructed by people, as they
engage with the world they are interpreting (Crotty, 2003). The epistemology
constructionism affirms knowledge is constructed by a person’s interaction with his/her
own experiences and also “co-created” by his/her interaction with other individuals
within a certain collective community (Jha, 2012). As mentioned prior, ELLs have
experiences that shape their literacy practices in the home. Moreover, these practices are
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also influenced and constructed by their interactions with individuals in their
communities. It is necessary again to explain how this relates to Latino immigrant
families and ELLs. Latino immigrant families’ literacy practices may not mirror the
practices of the school but have meaning because they are created and established by the
family. The knowledge and practice of literacy strategies Latino immigrant families
engage in with their children to aid in bridging the gap between home and school
language acquisition are families efforts in making sense of this reality.
The methodology that supported this qualitative design is phenomenology.
Creswell (2013) describes a phenomenological study as describing "the common
meaning for several individuals of their lived experiences of a concept or phenomenon
(p.76). For the purpose of this study, phenomenology was chosen as the methodology
because of its purpose and relation to the topic of literacy practices of Latino immigrant
families and their children. Knowing the literacy practices of Latino immigrant families
and their children, as ELLs, provides insight into how the family interprets literacy, as it
relates to the culture of the family. As noted in the review of the literature, literacy
practices of immigrant families and their children may not mirror the practices of the
child’s school. In addition, families’ practices are sometimes disregarded as unhelpful or
ineffective in supporting literacy development because they do not mirror the school’s
literacy practices. Schools attempt to change the home life of ELLs and their families to
mirror the school by involving parents but have little concern for the parents that do not
speak the dominant language (Kajee, 2011). As a result, immigrant families are
oppressed, as schools place more value on literacy practices in the dominant language,
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devaluing the literacy practices immigrant families embody in the home as a deficient
and ineffective.
Phenomenology draws heavily on the writings of German mathematician Edmund
Husserl (1859– 1938) and those that expanded on his views, including Heidegger, Sartre,
and Merleau-Ponty (Spiegelberg, 1982). Husserl (1931) stated phenomenology requests
researchers to “set aside all previous habits of thought, see through and break down the
mental barriers which these habits have set along the horizons of our thinking…to learn
to see what stands before our eyes” (p. 43). This request by Husserl invites researchers to
put aside previous thoughts about phenomena in order to appreciate and conceptualize the
new meaning of the phenomena before them.
Phenomenology, as the chosen methodology for this study, will seek to
understand the daily cultural experiences of immigrant families and their children as they
engage in literacy practices in the home. Phenomenology suggests that researchers lay
aside, as best possible, the dominant understandings of phenomena, and revisit our
immediate experience of said phenomena, bringing about the possibilities for new
meaning to emerge or, we witness a confirmation and enrichment of the former meaning
(Crotty, 1996). For the study, the researcher sought to understand the lived literacy
practice experiences Latino immigrant families and their children engaged in within the
home. In addition, the researcher sought to understand these practices as they were
interpreted by the families that employed them. These practices provided awareness into
the families’ everyday lives and procedures regarding literacy experiences. The literacy
experiences of Latino immigrant families and their children were meaningful and held
value by the families that utilized these practices with their children.
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In addition, qualitative research design was utilized for this study. According to
Bogdan and Biklen (2007), qualitative research can be defined as “an approach to social
science research that emphasizes collecting descriptive data in natural settings, uses
inductive thinking, and emphasizes understanding the subjects point of view” (p. 274).
There are various definitions of qualitative research provided and explained by various
researchers. Although it proves difficult to provide a “fixed definition” of qualitative
research, there are profound researchers in various fields that have contributed to
evolving descriptions that can support researchers in their plight to better understand
qualitative research design. For example, Denzin and Lincoln ( 2000, 2005, & 2011)
convey an ever-changing characterization of the nature of this inquiry (Creswell, 2013).
This is their definition:
Qualitative research is a situated activity that locates the observer in the world.
Qualitative research consists of a set of interpretative, material practices that make
the world visible. These practices transform the world. They turn the world into
a series of representations, including field notes, interviews, conversations,
photographs, recording sand memos to the self. This means that qualitative
researchers study things in their natural settings, attempting to make sense of, or
interpret, phenomena in terms of the meanings people bring to them. (Denzin &
Lincoln, 2011, p. 3)
This representation of qualitative research design also applied well to the overall purpose
of this study, in which the researcher collected information regarding the literacy
practices of Latino immigrant families with their children that occurred in the home
setting. In addition, the focus of the study was to provide insight into the participants’
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point of view regarding literacy practices they employed with their children, with a goal
of portraying and expressing these viewpoints without assumption and bias from the
researcher. The research attempted to understand and interpret the literacy practices of
Latino immigrant families and their children and the meanings applied to these practices
by the families which employed them. In order for this to occur, the researcher collected
data within natural settings, including participants’ homes.
In examining the home literacy practices of Latino immigrant families with their
children, the researcher explored and analyzed participants’ viewpoints and practices
with home literacy experiences through qualitative data collection and analysis methods.
Research Setting
The setting of the research study occurred at an urban elementary school, in a city
in the southwestern area of Tennessee. The elementary school was a public,
neighborhood school that served students in grades pre-kindergarten to fifth grade. There
were approximately 540 students enrolled in the school. The school included an
especially diverse student population: 45.7% of students enrolled identified as being of
Latino descent, 32.4% identified as White/Caucasian, 17.5% identified as African
American, 3.6% of students identified as Asian (3.6%), 0.6% of students identified as
mixed students of two or more ethnicities and 0.2 of students identified as Indian (USA
Schools Info, 2011). Also, there was a mosque located in close proximity of the school.
Many families of the Muslim faith lived in the neighborhood because they desired to be
closer to the mosque. Many of these families had children which attended the
neighborhood school. Many of these students were considered ELLs, which is based on
several factors including assessments that gauged students’ English proficiency.
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There were three recent Latino immigrant families that participated in this study,
with children in fourth or fifth grade at the elementary school. The children of these
families were classified as ELL and were pulled-out daily from their mainstream
Reading/Language Arts class for ELL/RLA instruction.
Participation and Identification Selection
The families that participated in this study were recent Latino immigrant families
with a child in fourth or fifth grade ELL at the designated elementary school. In addition,
the families that participated in the study identified as Latino descent. The families also
met the set criteria to be eligible to participate in this study. The criteria included: (1) a
parent of a fourth or fifth grade ELL child at the designated elementary school (2) a
parent that was a recent Latino immigrant from another country, and (3) lived in the
metropolitan area.
The researcher chose to focus on fourth and fifth grade ELLs because of the
struggles many students endure with balancing learning English and understanding recent
academic language. According to Sanacore and Palumbo (2009), many students
experience a critical transition when they enter fourth grade. Students make a shift from
“learning to read” to “reading to learn” (Sanacore & Palumbo, 2009). In both fourth and
fifth grade, students are responsible for obtaining and remembering large amounts of
expository text, which contrasts from primary grades.
Additionally, the researcher focused on recent Latino immigrant families because
of having interest in their perception of literacy skills with their children upon arrival in a
new country. The researcher is interested, specifically, in the types of practices recent
Latino immigrant families and their children engage in and how those practices involve
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the family members. Additionally, the researcher is also interested in families’
viewpoints about practices and home literacy experiences. The researcher was interested
in recent Latino immigrant families with a child in fourth or fifth grade that also lived in
the metropolitan area. A metropolitan area was chosen as criteria based on the location of
the research setting and with the fact that 95% of all children of immigrants attend urban,
metropolitan schools (Fix & Capps, 2005). Based on the researcher’s experience of being
an ELL teacher of 12 years, mothers of ELLs in fourth and fifth grades are more likely to
have more involvement in their child’s education in the school. The researcher’s goal was
to have a dyad of mothers and fathers participant in the research study; however, the
researcher subscribed to mothers only as participants.
Recent Latino immigrant families with a child in fourth or fifth grade ELL/ESL
received a letter hand delivered in which the researcher searched invited them to
participate in the study (see Appendix A in English and Spanish). This letter was given to
the families following dismissal from the designated elementary school site, as the
parents picked up their fourth grade ELL child. The letter included an explanation of the
study and the researcher’s contact information for the parents that were willing to
volunteer and participate in the research study. In addition, the letter briefly explained
what literacy means in the sense of in the home. This brief explanation aided in helping
parents discern the type of practices the researcher was interested in learning and
examining that occurred in their home.
There were approximately six recent Latino immigrant families at the school site
that had a child in fourth or fifth grade and that also classified as ELL. From these six
families, the researcher utilized criterion sampling to obtain participants for this study.
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The researcher was interested in selecting three families for this study and after responses
were received from the invitation letters hand delivered by the researcher, families were
chosen based on how recent they immigrated to the area. In addition, the families were
recruited through the researcher’s established relationship with the school and
community.
Data Collection & Procedures
A variety of methods were utilized for this phenomenological study: interviews,
photo elicitation, and a researcher’s journal. According to Creswell (2013), qualitative
researchers engage in multiple forms of data, than rely on only one form of method. Once
researchers review and assemble all data, it is organized into categories or themes that
extend throughout all data sources of the research study.
The researcher also made every attempt to bracket, which helped in permitting the
researcher to identify personal experiences with the phenomenon, separating those
experiences with the experiences of the participants.
Methods
Interviews
There are various types of interviews that can be conducted in a qualitative study.
For the purpose of this study, semi-structured and unstructured interviews were methods
which were conducted with the participants. Each family that participated in the study did
so within three different interviews: one semi-structured and the second and third
interview were unstructured. The number of interviews conducted with participating
parents was chosen based on Siedman’s (2006) suggestion. According to Siedman,
“People’s behavior becomes meaningful and understandable when placed in the context
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of their lives and the lives of those around them” (p. 17). This can occur when three
interviews are conducted with each participant. Interviews were conducted at the location
preferences of the participating families, with prior permission. The interviews, with
participant permission, were audio recorded and detailed notes were taken by the
interviewer during each interview.
Interviews were utilized in this research study because of the goal of the
researcher to interact with the families and obtain insight into the type of literacy
practices occur in their homes. In addition, interviews provided the researcher an
opportunity to obtain richer and fuller responses from participants (Creswell, 2007;
Merriam, 1998). Interviews allowed the researcher to observe participants’ body
language, facial expressions and obtain those richer and fuller responses from the
participant and each interview lasted about 30 minutes.
According to Kvale (1983), the purpose of qualitative interviews is to “gather
descriptions of the life-world of the interviewee with respect to interpretation of the
meaning of the described phenomena” (p. 174). The goal of the researcher was to conduct
interviews with the participating families in order to gain insight into what families
considered to be literacy practices in their homes. In addition, the researcher was
interested in learning the types of literacy practices families engaged in with their
children in the home.
The interviews focused on the participating parents’ insights regarding routines
and practices that occurred in their homes with their ELL child surrounding any form of
literacy. In addition, the interviews focused on the families’ perceptions about literacy.
Participants took part in a total of three interviews conducted by the researcher: one

42

interview was semi-structured and the other two interviews were unstructured. A
tentative schedule of interviews was included in Table 1. The interviews occurred over a
three week time frame in the location preference of the participating families.

Table 1

Methods of Data

Information

Time Frame

Participants

Collected
Semi-structured

Unstructured #1

Unstructured #2

Week 1

Week 2

Week 3

Participants’

All 3 participating

responses

families

Participants’

All 3 participating

responses

families

Participants’

All 3 participating

responses

families

For the interviews, the researcher adopted an approach established by Creswell
(2013). This approach permitted the researcher to conduct research, ensuring the
procedure was conducted appropriately. Creswell offers the following steps in the data
collection process for interviewing: (1) decide on the research questions that the
interviewees will answer, (2) identify interviewees that can best answer the questions, (3)
determine what type of interviews are most practical and useful, (4) use suitable
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recording procedures when conducting one- on- one interviews, (5) design and use an
interview guide, (6) obtain approval from the interviewee to participate in the study upon
arriving at the interview location, and (7) use good interview procedures during the
interview. Additionally, the interview guide (see Appendix C) utilized for the interviews
was structured after an example created by Creswell. The interview guide or protocol
structured the interviews. Interviews occurred at the location preference of the
participants between weeks 1-3 of the research study. The researcher conducted
interviews with the participating families in order to gauge the types of activities that
occurred in the homes that surrounded and supported literacy and language acquisition.
After interviews were completed, they were transcribed and coded. The interview
guide was used to organize the structure of the interviews and each participant signed a
consent form to be interviewed and to be audio recorded (see Appendix B in English and
Spanish). Each audio recording was labeled with a pseudonym, protected and will be
destroyed a year after the conclusion of the research study.
Semi-unstructured interviews. An interview protocol was used for the first
semi-structured interviews. According to Creswell (2013), designing and creating an
interview protocol is helpful when conducting interviews with the participants in the
study. The interview protocol (Kvale & Brinkmann, 2009), was a form of about four or
five pages in that includes space to write the participants’ responses and answers. In
addition, the guide included approximately five to seven open-ended questions, with
sufficient space between the questions to write the responses to the participants’
comments (Creswell, 2013). The questions for the interviews were related to the research
study and were formulated in a way that the interviewees could understand. In addition,
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a goal of this first interview was to build rapport with the interviewees, encourage them
to express themselves freely concerning activities in their homes that surrounded and
supported literacy and language acquisition with their children. These interviews were
conducted at the location preference of the participants.
Unstructured interviews. The second and third interviews with the participating
families were unstructured in weeks two and three of the research study. For the
unstructured interviews, the researcher generated questions as the interview unfolded.
These interviews focused on the details surrounding the families’ experiences with
literacy in the home. Although more informal, the researcher had a clear plan in action
prior to the interview that included open-ended questions to ensure the subject matter
remained on topic. These interviews were also conducted at the location preference of the
participants.
Photo Elicitation
During the final interviews, photographs of literacy practices were discussed with
the interviewees. These artifacts represented literacy practices in the families’ homes with
their children. In his research with Sri Lankan novice monks, Samuels (2007), conducted
interviews and provided research participants with a camera and a list of 11 topics to
photograph. After the process, one monk noted:
The photographs are like a mirror for us. We can learn a lot of things by
discussing the photographs. It is easier to speak while holding the pictures in our
hand and while looking at the pictures. We can explain more when the pictures
are close at hand. (pp. 216-217)
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This research study supported what Gillian Rose (2004) refers to as ‘materiality of
seeing’. This refers to participants touching and seeing the photos, which “produces
embodied responses” (Tinkler, 2013).
Regarding this study, each participating family received a single-use camera in
the first interview and were invited to photograph artifacts and/or activities they feel best
represented literacy practices in their homes. In addition, participants were asked to take
as many photos as possible that represented literacy practices and the researcher gained
permission from the interviewees to view these artifacts once the photos are developed.
Participants were also given the opportunity to take photos of artifacts using their
smartphones, after the researcher was suggested the option by one of the participating
mothers. The researcher guided participants prior to receiving cameras of examples of
artifacts or literacy practices they may capture with the cameras. Any adult within the
participating family was permitted to take photos with either the provided camera by the
researcher or using their personal cameras on their smartphones. However, in each
family, the only adults to take photos were the mothers in the families, which participated
fully in this study. This information was shared with the volunteers during the first
interview when participants received their cameras.
The researcher received “embodied responses” from the participants after taking
their photos. Photos were discussed between the researcher and the mothers about how
these artifacts connected to their literacy practices in their homes during the final
interview. In addition, the researcher was interested in not just a description of the
photographs but what the photo represented and meant to the participants. Afterwards,
the cameras were returned to the researcher to be processed in the second interview.
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Photos taken using the mothers’ smartphones were emailed and printed by the researcher
in a local store that developed and printed photos. The film was developed at a local store
that developed film. The researcher was responsible for the dropping off and payment of
film, the pickup and return of the photos to the mothers. The mothers were asked, prior
to taking their photos, to be mindful not include any identifiers that would provide
personal information about the participant and their family members. The researcher
labeled each picture of artifacts with the corresponding participants’ pseudonyms. In
addition, a concise description of each artifact accompanied the picture. These
descriptions stemmed from conversation between the family and researcher during the
final interview and were written by the researcher. As with the audio recorded interviews,
all pictures and their descriptions were kept safe and private by the researcher, and then
destroyed at the conclusion of the research study.
Researcher’s Journal
According to Lichtman (2013), “Self-reflection is critical in the qualitative
traditions. By keeping a journal, you will be able to examine your thinking and
motivations and how they influence and are influenced by the work you do” (p. 140).
Therefore, a researcher’s journal was kept throughout the research study. A researcher’s
journal aided the researcher in organizing notes reflected from the data sources. The
researcher took detailed notes at each interview and observation. In addition, notes were
taken about the process, the researcher’s thoughts and about information learned from the
participants by the researcher (Lichtman, 2013). The journal was organized in a
particular format which supports Progoff’s (1975, 1992) techniques and method of
journaling in qualitative research:
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•

Make regular entries in the journal in the forms of dialogue with one’s Self;

•

Maintain the journal as an intensive psychological workbook in order to
record all encounters of one’s existence
Data Analysis

Data analysis in qualitative research studies consists of preparing and organizing
data for analysis (Creswell, 2013). Data analysis process began immediately beginning
with the interviews and continued throughout the observations and analysis of artifacts
from the photographs taken by the participants. Data analysis procedures consisted of
seven stages: (1) organizing the data; ( 2) immersion in the data; (3) generating categories
and themes; (4) coding data; (5) interpreting data through analytic methods; (6) searching
for alternative understandings; and (7) writing the transcribed data for presenting the
study (Wiersma & Jurs, 2009).
Beginning with interviews, transcripts from interviews were coded and
categorized using qualitative analysis methods (Bogdan & Biklen, 2003; Lichtman, 2010,
2011). For this study, each transcript was coded and labeled according to emergent
themes. Themes from each interview were written and color-coded for organization of
themes.
To analyze and interpret the qualitative data, Litchman’s three Cs of analysis were
also utilized; codes, categories, and concepts (Litchman, 2006). Figure 1 provides an
illustration of Litchman’s three Cs.
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Raw Data
Interview 1

Raw Data

Codes

Categories

Concepts

Interview 2

Raw Data
Interview 3

Figure 1. Three C’s of Data Analysis: Codes, Categories and Concepts (Lichtman, 2013)
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Additionally, there were six steps by Litchman (2011) that the researcher
employed for the analysis of data regarding coding for this study. These steps are
representative in Table 2.

Table 2
Data Analysis Steps
Steps

Details

Step 1

Initial coding. The researcher read the
transcripts and marked words and phrases
that represented what the research
identified, going from the responses to
some central idea of the responses.
Revising initial coding. During this step the
researcher looked for hints of meaning for
specific words or phrases.
Developing an initial list of categories or
central ideas.
Modifying the initial list based on
additional rereading. The researcher reread
the transcripts in an attempt to modify the
initial categories.
Revisiting categories and subcategories,
which may produce subcategories.
Moving from categories into concepts
(themes). Specifically, the categories were
transformed into major themes of literacy
practices in the homes of Latino immigrant
families. These themes were the major
concepts of the study.

Step 2

Step 3
Step 4

Step 5
Step 6

Source: (Lichtman, 2006, p. 168)

For Step 1, the researcher initially coded the data by examining all data in their
entirety; Step 2, the researcher examined the data and revisited initial coding; Step 3, the
researcher developed an initial list of categories; Step 4, the researcher modified the
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initial list by examining it again with renewed perspectives; Step 5, the researcher revised
the categories and subcategories; and Step 6, the researcher moved from categories to
themes.
Furthermore, data collected sought to answer each of the research questions. The
sources of data for each question are displayed in Table 3.

Table 3
Research Questions and Source of Data
Research Questions

Data Sources

•

What are the key literacy practices
of Latino immigrant families in
their homes with their children?

Interviews with the three families
Collected documentation
Researcher’s journal

•

What are the Latino immigrant
families’ perceptions of the
connections of these practices to
their cultures?
How do Latino immigrant families’
view the connection between their
home literacy practices and the
acquisition of English?

Interviews with the three families
Literacy artifact collection through
photographs Researcher’s journal

•
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Photo artifacts that represented literacy practices in the participants’ homes were
analyzed according to what the participants say about the photos. This process, according
to Tinkler (2013), focused on the following strategies during analysis: look,
contextualize, listen, watch, juxtapose and trace the threads. For this research study, the
researcher focused on the following strategies: look, contextualize, listen, and watch.
•

Look: the researcher examined the photos as they were noticed by the
interviewees and considered what the interviewees saw and how they respond.

•

Contextualizing photos: understanding the place of the photos in the lives of the
interviewees. This was vital because understanding the placement of the photos
in the interviewees’ lives shaped the interviewees’ responses and interpretations.

•

Listen: pay attention to stories and accounts of the interviewees about the photos.
Pay attention to silences, hesitations, fluency, detail, velocity, rhythm and tone
(Portelli 1998).

•

Watch: observe participants’ body language as they engaged with the photos
Confidentiality
In order to ensure confidentiality, this study was anonymous. In addition

pseudonyms were used to maintain the confidentiality of the participants. Members of the
research team were not knowledgeable of the information that emanated from the
participants.
The researcher made every effort to keep private all research records. The
participants’ information was combined with information from other people taking part in
the study. When writing about the study to share it with other researchers, the researcher
will write about the combined information gathered. Participants will not be personally
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identified in these written materials. The researcher may publish the results of this study;
however, participants’ names and other identifying information were kept private.
All research records were kept private that identified participants to the extent
allowed by law. However, there are some circumstances in which the researcher may
have to show participants’ information to other people. For example, the law may require
the researcher to display participants’ information to a court or to communicate to
authorities if participants report information about a child being abused or if any of the
participants pose a danger to themselves or someone else. Also, the researcher may be
required to present information which identifies a participant to people who need to be
sure we have done the research correctly; these would be people from such organizations
as the University of Memphis.
All information and documentation collected for the purpose of this research
study was kept safe and private by the researcher, and then destroyed at the conclusion of
the study. It was the goal of the researcher to ensure participants felt welcomed and were
comfortable. In addition, the setting chosen for the research study was in a neutral
location to ensure participants were relaxed and felt welcomed.
Representation
Representation can be described as the depiction, portrayal, or description of
social phenomena (Schwandt, 2001). The researcher sought to represent the stories of the
participating families through creative analytic practices (CAP). CAP utilizes genres such
as fiction, poetry, narrative and performance to try and communicate the most valuable
stories that are grounded in the data. CAP also provides a means in which researchers can
illuminate multiple and diverse positive voices (Berbary, 2011). In addition, the
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researcher’s goal for representation was to bring to the forefront the literacy practices
families employed in their homes. It was not the researcher’s objective to have the
families’ voices buried “beneath layers of analysis” (Denison, 1996, p. 352). Therefore, it
was vital the researcher’s voice was not privileged over the participants’ voices.
For the purpose of this research study, vignettes highlighted the voices of the
families. The three sources of data collection included interviews, photo elicitation and
the researcher’s journal. Incorporating CAP, the data represented valuable stories and
depictions of the participants and hopefully provided a deeper understanding of the
research to readers. Also, the researcher attempted to represent these findings in a way
that honored the families that permitted a glimpse into their lived experiences
(Richardson, 2000). The researcher constructed stories from the data analysis describing
each family’s literacy practices that occurred in their homes. The stories were constructed
from the interviews, transcripts, photo artifacts and from the researcher’s journal. The
researcher examined all data in search of comments, quotes, experiences, emotions and
stories that reflected literacy practices in the home. The vignettes included actual
language, descriptions, and stories pulled directly from the interview transcripts, photo
artifacts and the researcher’s journal. One representation per participating family was
constructed.
The researcher also attempted to bracket presumptions and biases throughout the
research process, including representations of participating families. The researcher was
aware that although the stories represented the families’ lived experiences with literacy
practices and their voices are highlighted through quotes, their emotions and stories, each
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representation reflected the researcher’s interpretations of the participants’ home literacy
experiences.
Subjectivity Statement
It was vital the researcher made every effort to ensure assumptions were made
explicit in the researcher study. Thus, it was imperative to identify the researcher’s
personal connections or subjectivity within the context of this study. According to
Preissle (2008,) a subjectivity statement’s purpose is to do the following:
Help researchers identify how their personal features, experiences, beliefs,
feelings, cultural standpoints, and professional predispositions may affect their
research and to convey this material to other scholars for their consideration of the
study's credibility, authenticity, and overall quality or validity. (pp. 844-845)
The purpose of the subjectivity statement enabled the researcher to share personal
features, connections, experiences and standpoints regarding the research.
The research setting for this research study has been the researcher’s place of
employment for three years. The capacity in which the researcher serves as an ELL
teacher includes several responsibilities: coordinating with classroom teachers, involved
with professional learning communities (PLCs), creating lesson plans in order to instruct
students in small cooperating groups, and assisting teachers and other staff members
through translating various types of school meetings involving parents that speak
Spanish. The researcher was greatly interested in the types of literacy practices Latino
immigrant families engaged in with their children in their homes and sharing this
information with fellow colleagues. In addition, the researcher was interested in this topic
because too often it is assumed that if students do not speak or communicate in the
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dominant language, they are literacy deficient, without regard of knowing whether those
children engage in literacy practices in their homes, whether in English, their native
language(s) or both. The researcher interacted with various families and was well known
all over the school. The researcher’s ability to communicate in Spanish permitted
opportunity to interact with the families in both English and Spanish. In addition, when
the families communicated in Spanish during the interviews, the researcher translated
their words and also ensured these translations were accurate by sharing the translations
with the families and with another transcriber/translator. The transcriber/translator was
fluent in Spanish and checked the translations to ensure accuracy.
With some of the interviews, the families chose for the researcher to visit their
homes and conduct the interviews there. It was an honor to be invited into their homes.
While visiting their homes, the researcher ensured close proximity to the mothers, which
extended the invitation. In addition, the researcher was able to include in the researcher’s
journal, detailed notes about the families’ living space.
With the researcher being quite concerned about the literacy and language
acquisition of ELLs, there was a constant struggle to ensure ELLs were receiving the help
and attention they need in meeting those goals.
With a passionate and focused aspiration to support ELLs and their families with
literacy and language acquisition, the researcher was guided to investigate and examine
the practices that occurred in the homes of Latino immigrant families surrounding
literacy with their children.
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Chapter 4: Findings and Results
Introduction
The current study examined the literacy practices of recent Latino immigrant
families with their children and what literacy support resembled in their homes. In
addition, the purpose also centered on the role of language in literacy practices and the
association between family relationships and literacy practices. This study hopefully
provided insight into the literacy practices of families that have been marginalized by the
dominant culture regarding differences in literacy practices.
Research Questions
This study was guided by the following research questions:
1. What are the key literacy practices of Latino immigrant families in their homes
with their children?
2. What are the Latino immigrant families’ perceptions of the connections of these
practices to their cultures?
3. How do Latino immigrant families’ view the connection between their home
literacy practices and the acquisition of English?
The research questions that guided this study provided structure to the types of questions
posed to participating families during the interviews, as well as guided the overall study
as I engaged in note-taking reflected on the interviews and the photo artifacts collected by
the families. For this study, culture was best represented by the contributing mothers,
through their native language, Spanish. Conversations, discussions, learning, and sharing
almost exclusively occurred in the families’ homes in Spanish.
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The existing chapter was organized into three major sections: a concise
introduction reflected on the research questions which guided the current study, detailed
vignettes of the participating families, and an exploration of the discovered themes from
the data analysis, which also includes an examination of the perceptions of those literacy
practices by the participating families. The findings depicted in this section address the
research questions which guided this study. In addition, detailed contextual and
background information was conveyed for each family. This background information
provides an introduction of the family members, their home environments, and the
parents’ perceptions of language and literacy development for their children, which was
essential for a better comprehension of the participants. The description of the
participating families derived from data collected from interviews; my research journal
and the photos taken by the families of artifacts they feel best represented literacy in their
homes. These descriptions were presented in the format of vignettes, as they exemplified
the richness and intricacies of the family literacy interactions within context. I examined
all data in search of comments, quotes, experiences, emotions and stories that reflected
literacy practices in the homes of the participating families. The vignettes include actual
language, descriptions, and stories pulled directly from the interview transcripts, photo
artifacts and my research journal. One representation per participating family was
constructed.
Family Background Information
The families that participated in this study were a diverse group that engaged in
literacy practices with each other. Although the families shared several similarities,
through the data collected, it was evident each family was unique in how they engaged in
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literacy practices in their homes. Three families participated in this study. Each family
was of Latino descent and their native language was Spanish. Each family included two
parents (a mother and father) with at least one parent in each family that worked a daily
occupation. The parents in each family were Latino immigrants from Spanish speaking
countries with more than one child that resided with them in their homes. The children
ranged in age from infant-11 years old and each family had at least one child that was a
fourth or fifth grade student at the neighborhood school and attends ESL classes. Each
family lives in close proximity to the neighborhood school. During data collection for this
study, the participant that interacted exclusively with me was the mother of the family, by
participating fully in the interviews, as well as collecting photos within their homes of
literacy artifacts. Each time data was collected, the spouse was unavailable due to
working an occupation.
Theorizing the multiple literacy practices in the homes of recent Latino immigrant
families, the findings of this study revealed each family shared some common literacy
practices that may be associated with the culture of their families. Those identified
practices presented three major themes: the Bible was the primary literacy source in the
homes, homework was the secondary literacy source in the homes, and family time was
also a literacy practice in the homes. In the following section, vignettes of the families
were detailed and pseudonyms were used to maintain the confidentiality of the
participants.
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Profiles of the Families
In the Kitchen with the Alejo Family
In the Alejo’s family home, the kitchen was a warm, inviting place to be. Being
invited to the Alejo’s home was a great honor. In preparation for one of the interviews,
Mrs. Alejo, Relinda, sits next to me at the kitchen bar, hands folded on the bar. She
patiently waits while I quickly prepared all materials for the interview. It appeared that
Relinda, as she waited, was slightly uncomfortable with the situation. She would fidget
and smile, while shifting in her chair. Noticing her uneasiness, I shared with Relinda that
she could function as usual for the interview and again expressed my appreciation for her
willingness to participate in this study. Relinda seemed relieved and immediately
proceeded to the stove, gathered dough in her hands that she apparently had been
kneading prior to my arrival. Dough in hand and stove on, Relinda encouraged me to
begin the interview and seemed much more inclined to participate. As I began to conduct
the interview, Relinda responded to the questions in English, and simultaneously
prepared fresh tortillas, responded in Spanish to questions Samuel posed about his
homework and asked Amaya what she wanted to drink. I was impressed! It was amazing
to observe Relinda shift from being uneasy with sitting at the table with me for the
interview to strategically moving about the kitchen preparing dinner while concurrently
tending to the needs of her children. I realized that it was not that Relinda was
uncomfortable with the engaging in an interview that resembled a conversation, but with
the process of a formal interview. She repeatedly assured me she was more than happy
with taking part in interviews regarding the literacy practices she and her family engaged
in their home. It was obvious that this situation was common to Relinda and her children.
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She seemed quite comfortable with multitasking while preparing dinner. It was of no
challenge for Relinda to engage in the interview with me, while also meeting the needs
her family. The interview flowed easily and remarkably because of Relinda’s willingness
to accommodate me and the interview questions while caring for her family. Relinda
flourished during the discussion and her charisma produced a much richer addition to this
study.
The Alejo family consisted of a father, mother, a 9-year-old son, and a 3-year-old
daughter. The 9-year-old son, Samuel, attended the neighborhood school and was a
fourth grade ELL student. Both parents worked outside the home. “My husband works in
gardens. That’s his job.” Their 3-year-old daughter, Amaya, stayed with family during
the day. “Amaya is 3-years-old and her birthday is September 15th. So she can’t go to
school next year. I pay too much money now. Now she stays with two cousins during the
day but she really needs to be in school.” Although Amaya is being cared for by family
during the day, it is clear according to this comment that Relinda would prefer her
daughter be in school daily. The family’s cultural background was of the Mexican
culture and Spanish was their native language.
The family lived in a quaint, modest one-story home within walking distance of
the neighborhood school Samuel attended. I had the fortunate opportunity to view the
inside of the home when invited by Relinda, the mother of the family, to conduct
interviews. The home was well decorated with abundant space. There were a total of
three bedrooms. Both Samuel and Amaya had their own rooms, which Samuel enjoyed.
According to Relinda, Amaya loved playing with her toys or “juguetes in her room.”
When interviewing Relinda, this statement was obvious because Amaya would run in and
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out of her room bringing dolls and other toys to present to me! Each time there was a
look of pride on Amaya’s face, clearly evident in her infectious smile. In addition, there
was a living room, kitchen with an adjoining table area. According to Relinda, “the bar in
the kitchen” was a popular place in her house. Often it was a place where the children
would sit and have conversations with their mom while she prepared various types of
food indicative of their native culture. Twice I received permission to visit the home for
interviews and each time Relinda busied herself in the kitchen preparing dinner while
engaged in conversation with either her children or with me, fervently shaping the fresh
dough that was mixed in her hands, transforming them into golden tortillas.
Throughout their house, there was evidence that Spanish was widely embraced in
the home. Books and calendars were evident in Spanish. Spanish recipe books in the
kitchen were displayed proudly. The primary language spoken in the home was Spanish,
however English was often used during conversations between the parents and children
and when completing Samuel’s homework. Relinda’s English speaking skills permitted
her to understand English at a conversational level. In the recent past, she began learning
and refining her English skills by attending night classes at a nearby facility which
offered English classes, free of charge, to those in the neighborhood interested. When she
speaks of improving her English skills, she speaks of the experience with reflection and
genuine admiration! According to Relinda, the “Baptist church, [in her neighborhood],
had free English classes every Tuesday for two hours.” Although classes were not
currently being held, Relinda comments, “Classes may begin next year and I will go
again. For the class, I have two books and I also have a bilingual dictionary.”
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There were many points of literature in the Alejo’s home. This was evident by the
many photos taken of various books that lined shelves in her home. There were books in
English and in Spanish that ranged from children’s books to religious material. Although
observations were not part of the methods utilized for this study, participants were asked
to choose locations for the interviews. Relinda requested two interviews to occur in her
home. This was an exciting opportunity for me to receive a glimpse into Relinda and her
family’s life. In the kitchen, on the refrigerator, was a banner from the neighborhood
school Samuel attends that highlighted upcoming events at the school, as well as the
school’s mission statement and goals. Various types of books were spread on the table in
the kitchen. “The table”, according to Relinda, “was an area we do homework.”
“Homework is also done in la sala” or living room. Homework occurs when brought
home by Samuel. “When everyone is home, we eat dinner and watch TV together.”
Relinda usually walks to the school and picks up Samuel at dismissal, with Amaya in her
stroller. Once picked up, Relinda, Samuel and Amaya walk the short distance to their
home, where Relinda either begins or continues preparing dinner. Prior to bedtime, the
family engages in reading together. “And later when we go to sleep we can read together.
Samuel really likes to read his books.” Reading together at the end of a busy day helps in
instilling a love for literacy and appreciation for the time to engage in reading.
Although Spanish was the native language of the Alejo family, English was
communicated between family members. During the interviews, English and Spanish
languages were both used by Relinda. When communicating with her children, she often
used both, especially with Amaya. With Samuel, she communicated with him in Spanish
and in English in order to receive confirmation of the English words she expresses.
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Samuel was fluent in English and often assisted his mother in refining her English skills.
Often she would ask him questions in Spanish about English words in order to enhance
her English oral skills and comprehension. It was evident to me that Relinda feels it
important to improve her English oral skills through verbal practice and confirmation of
her words from her son. During my time in their home, the only language I detected used
by Amaya was Spanish. However, Relinda often spoke to Amaya in both languages: first
in Spanish and then in English. Although not articulated, it was evident that the use of
both languages in the home was significant to the family in communicating their
thoughts, ideas and emotions.
Learning from the Self-taught with the Leyva Family
One detail about Elida Leyva that she emphasized with me was her determination
to learn tasks by teaching herself. There exists a sense of pride in Elida when discussing
this characteristic about herself and she happily shares her learning experiences with her
children. Whether it was preparing tamales or improving her English skills, Elida strives
to push herself by acquiring knowledge through her own exploration. Even when
referring to tamales, Elida shared with me how she learned to make her special recipe of
tamales. According to Elida, “I never use recipes. I learned to make tamales myself and
create my own recipes. One time I saw a lady cooking tamales and I just make my own
all the time” At times, Sofia and Carlos will help make dinner and learn the methods in
which Elida prepares their meals. Elida really found this situation humorous!
The Leyva family consisted of a father, mother, an 11-year-old daughter, 9-yearold-son, and a 3-year-old son. Elida, the mother of the family, spoke English quite well
and fluent in Spanish. Her daughter, Sofia, was a fifth grader in the neighborhood school.
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Her son, Carlos, was a fourth grader at the same school and was also an ELL student.
Elida cares for her 3-year-old son, Javier, during the day, as well as works from home.
The primary language spoken in the home was Spanish. According to Elida,
Spanish is used all the time when communicating with her family. “All the time in my
house I use Spanish. I never use the English.” Elida continues and explained the
proficiency level of her children when communicating in English and
Spanish. “Sometimes Carlos needs to explain something in English because he does not
know too many words [in Spanish] and he has a little bit of trouble with that.” Regarding
her proficiency level communicating in English, Elida makes a comment. “I can read
really well in English and I really try. But sometimes I say I can’t so the kids will read
something in English for me and for the baby.” This strategy presents an opportunity for
Sofia and Carlos to improve their English skills. Elida does speak English when
necessary, for example with teachers at the neighborhood school and many books in the
home were in English. When English was used in the home, Elida acknowledged it was
usually with her son Carlos when he’s working on homework and lacks a clear
understanding of its content. “I help Carlos with his homework.” “Sofia will help Carlos
with his homework by explaining how to do something but doesn’t help him do the
work.” Also, Elida reads well in English and will read to her children books in English
for practice. Sometimes her son Carlos will also read in English to both her and her
youngest child, Javier.
The family embraced literacy and it was evident from the data collected through
interviews with Elida and photos she captured. Reading materials in their homes included
newspapers and various types of books. Books included National Geographic, books
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about mathematical concepts, social studies, and especially science. According to Elida,
“Science books are my children’s favorite”, and this was evident from the many types of
science books in the home. Other books that were favorites were any books pertaining to
animals and space. When Elida reflected on these types of books, she laughed because it
was clear that her family had an abundant interest in books related to science concepts.
Undoubtedly, literacy and education were important to the Leyva family.
According to Elida, “I think it is important because he (Carlos) can write and read. When
reading he can write exact words and the letters. And I think that is important.” “The
school is important for the future because all kids coming to school means a better future
for kids.” Elida supports these statements through opportunities she presents to her
children that support literacy acquisition. The Leyva family possesses many books
throughout their home. Books in the home were in both Spanish and English. Most of the
books were in English. Most of the books in the home in Spanish are, according to Elida,
“for Bible study.” When Sofia and Carlos read books in their home, it was mostly in
English. Although Sofia “likes to do her homework in her room”, Elida described the
kitchen as a central area where her oldest two children completed their homework and
participated in reading activities. When asked why the kitchen was a central area for her
children to engage in literacy activities, Elida laughingly commented “they like to work
while I am cooking.” “Sometimes they help me cook.” Other rooms essential to the
engagement of literacy activities were Elida's bedroom when the children, at night before
bedtime, shared stories together. She commented her husband was also involved in this
bedtime ritual. “My husband will say, ‘You (to the children) need to read something for
twenty minutes or fifteen minutes and later come back and tell exactly what you read.”
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She comments that her husband was familiar with many of Sofia and Carlos’ books and
therefore, was familiar with what the children had read.
Learning with the Helpful, Friendly, and Cheerful Ruiz Family
Ynes Ruiz, wife and mother, described the culture of her family as “helpful, very
friendly and cheerful.” This description of her family was evident through Ynes’
interview responses which highlights each member of her family. It was apparent that
Ynes loved her family and reflected upon them with admiration.
The Ruiz family consisted of a father, mother, 12-year-old son, 10-year-old
daughter, and a 10-month-old baby daughter. Ynes, the mother of the family, participated
in the interviews for this study. Ynes and her husband both worked daily to provide for
their family. Her oldest child, Juan, attends middle school but previously attended the
same neighborhood school discussed for this study that Ana attends. Ana was in the fifth
grade at the neighborhood school and was in ESL classes.
The family lived in a quiet neighborhood that was very family oriented. In
addition, the neighborhood was quite diverse, with many different cultures and types of
families residing in the same vicinity. During the final interview with Ynes, the location
chosen was her home. I was very excited about visiting Ynes’ home! As I approached the
house and parked in the driveway, I noticed both Juan and Ana playing soccer quite
excitedly in the front yard. They would take turns kicking the ball towards each other.
What was evident was the passion in which each child played. Juan, noticeably the better
of the two players, would provide encouraging comments to Ana in order to improve her
aim. I noticed a couple of other children playing in their front yards also. I was greeted
excitedly by the children after they stopped their game of soccer to welcome me. As the
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children returned to their game in the front yard, Ynes appeared from inside of the house.
The baby could be heard from inside the house playing cheerfully. It became apparent
that Ynes had been fondly observing her two oldest children playing soccer in their front
yard, while also keeping a watchful eye on the baby. Ynes’ husband was not there the day
of the final interview; he was attending to a job in which is a landscaper. Juan and Ana
continued their intensive game of soccer with each other. It was obvious they engaged in
soccer games with each other often, as well as they played together. The scene was full of
playfulness, kindness, and sharing. As Ynes and I engaged in the interview questions on
the front lawn, Ynes kept a watchful eye on the children affectionately. “They like to play
soccer”, Ynes commented. As she gazes across the neighborhood, you could see the
peace and happiness in her eyes and smile. “There are lots of families in this
neighborhood.” Ynes was happy with where they lived yet says their current home can be
a little cramped at times having a three bedroom home with five people living in the
house! She shared that Ana and Juan both had their own rooms and Manuela, the baby,
slept in the room with Ynes and her husband. She reflected, “Later I know we will need a
bigger home but I really like this neighborhood.” After the interview ended, Ynes hugged
me and replied, “Call me if you need anything else.” As I waved goodbye to her and the
children, I walked towards my car with a huge smile on my face. Visiting with Ynes and
her family made me recall the words she chose to describe the culture of her family:
helpful, friendly, and cheerful. After interacting with the family, I completely agree with
these words Ynes chose to describe her family. During our visit, the family was friendly
in that they greeted me and we engaged in meaningful conversation together. They were
helpful because they permitted me the right to disturb their family time practices briefly
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for interviews and they were cheerful. This final adjective about the family was evident
from the gleeful laughs that stemmed from Amaya inside the house, to the children
playing soccer excitedly together on the front lawn, and to Ynes reflecting on her family
and their neighborhood lovingly from the porch of their home. Accurately, these three
words embodied the Ruiz family household.
Ynes communicated with her family in both English and Spanish. The children
were fluent in both languages. During the final interview, Ynes responded to the
questions in both languages. This choice was decided by Ynes prior to the start of the
interviews. When Juan and Ana read books, it was mostly in English. However, because
they communicated daily with their parents and other family members in Spanish, their
native language has been preserved and retained. During the first and second interviews,
Ynes had Manuela with her in a café, which was her location choice. While sitting and
responding to the questions posed by the interviewer, Ynes would coddle her youngest
while she sat in her arms, communicating in Spanish. The moment was quite enduring as
Ynes whispered lulling words in Manuela’s ears and kept her calm throughout the
interviews. Manuela really responded to her mom’s calming words and seemed
comfortable and familiar with these satisfying whisperings.
The Ruiz family was passionate about literacy and the variety of books in their
home reflects this sentiment. “We have books for cooking, books for my children, and
they read many different stories.” Ynes enjoyed cooking and shared she had several
cookbooks in her home. She shared that once Juan and Ana arrived home, she would
begin cooking dinner. When Ynes spoke about her family reading a variety of books, it
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was with obvious passion and endearment. Her facial expressions that I noticed during
the interviews reflected an exhilarating bond between literacy and her family.
Key Findings/Themes
Throughout the course of this research, two major edifying themes emerged: the
Bible is the primary literacy source in the homes and homework is the second literacy
source in the homes. An additional theme emerged, family time activities, and was
identified as a minor theme. These themes repeatedly were located throughout the data
collection, representing the types of literacy practices that occurred in the homes of the
participating families. These themes emerged from the triangulation of the collected data
among the transcribed interviews, collection of literacy artifacts from the photos and my
research journal. In addition, the following themes were the result of the families that
participated in this study. Their cooperation in the interviews, collection of photo artifacts
and the notes depicted in my research journal resulted in these themes being manifested.
Without the cooperation of the mothers of the three families fully cooperating, these
themes would not exist. The following section is set up to present the research. In order to
identify these themes, I had to read and reread the data in order to ensure these themes
were consistently evident in the overall data collection and that the themes undoubtedly
represented the voices of the participating families. There were many quotes embedded in
the composing of the themes. The quotes stemmed from the interviews with the
participating mothers of the families. Since all the mothers’ native language was Spanish,
some of the responses to interview questions were in Spanish. Many responses to the
interview questions included partial answers in English and Spanish. In order to ensure
readers of this study understood its contents, responses from the participating mothers
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were translated by me and an additional transcriber/translator from Spanish to English.
Essentially, what remains are the authentic responses and accounts from the participating
mothers.
In the following sections, the families were highlighted and the voices of the
participating mothers were reflected in each scene of the families. Additionally, the
research questions which guided this study will each be discussed within each
representation of the families. The following section is organized accordingly: (1) each
section begins with the title of the theme established from the collected data, (2) followed
by a description of each family and how they demonstrated each theme in their homes,
with each research question’s response embedded in the description of the families
demonstrating the literacy practices of the stated theme. The first theme to be discussed is
studying the Bible was the primary literacy source in the home under the title, “From the
Bible to Our Lives.” The title referred to the families’ engagement with the Bible in their
homes through daily literacy activities each family employed involving the Bible. The
next theme was homework is the secondary literacy source in the homes and it was
discussed under the title “Homework Practices” Each family profoundly engaged in
academic literacy practices that included focus on the children’s’ homework activities.
The final theme was family time activities are also literacy practices and discussed under
the title “Family Time is Quality Time.” Each family engaged in literacy activities
together and ensured that the time spent together was meaningful and enjoyable.
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From the Bible to Our Lives
Leyva Family
Key Bible literacy practices. The theme of the Bible being the primary literacy
source in the Leyva family was evident. Bible study was one activity that Elida Leyva
engaged in with friends. According to Elida, “Visitors will sometimes come to my house
on Saturdays or Sundays for Bible study.” Although Elida engaged at times in Bible
study in her home, she also wanted to clarify that she was not currently attending church
services. “No, not right now. I will have something like a meeting and we will read the
Bible in my home, but not right now.” “Before we would have Bible study every eight
days but we haven’t in a few months.” In Figure 2, Elida captured in a photograph “El
Poder De Tus Palabras”, which is translated to “The Power of your Words”. Elida
engages in this activity which contains scriptures from the Bible that she reflects on “day
by day.” According to Elida, “El Poder De Tus Palabras is based on a book. I don’t know
how you say it but this one right here comes from the Bible and is day by day and really
makes a difference. I just don’t know what you call it.” After further discussion, we
decided that it was a daily devotional because Elida reflected on this resource “day by
day.” When discussing its importance with me, Elida explained, “The book talks about
how you can talk with your husband, kids and any person that needs help and teaches
that you can make a difference in that person’s life. I read it by myself and with my
friends.” Furthermore, Elida explains how impactful this religious activity has been in her
life, as well as others she knows well. In an interview, Elida discussed how she shared
“El Poder De Tus Palabras” with friends and family and how they immensely enjoyed its
contents. She commented about a friend that came by to visit and after reading and
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observing the contents of Elida’s daily devotional, this friend exclaimed, “Can I please
borrow this and bring it back?” Elida informed me that she actually loaned the book out,
but not her daily devotional. “It makes a big difference with my friends and I gave a copy
of the book to my sister.” When conversing about this religious practice, Elida was
excited and the pleasure she received from benefiting her friends and family in helping
them to build a positive difference in their lives through this activity was quite evident. It
was evident in her facial expressions, words and body language I observed during the
interviews. According to the research I conducted about this devotional, it is a positive
motivational tool that can be useful in developing individual's personal growth. In
addition, the devotional and book both encourage people to speak positive words over
their lives. For example, instead of complaining about a job, find the positives of the task,
then speak those positive words over your life. After conducting research about the book
and devotional that Elida studied, I realized its value and importance to her daily life and
I appreciated her excitement about its contents.
Perception of Bible literacy practices to culture. One aspect of the Leyva family’s
culture was reflected in their use of their native language, Spanish. This aspect of their
culture is evident in their Bible practices. In Figure 2, there is a Spanish Bible juxtaposed
to “El Poder De Tus Palabras” which belongs to Elida. Elida’s Bible is in Spanish, yet
“El Poder De Tus Palabras” was both in English and Spanish. Elida expresses in an
interview, “I read the Bible and share with friends and family but I don’t always use the
Bible with El Poder De Tus Palabras”. “I use the Bible with it sometimes.” These
conversations about the Bible and “El Poder De Tus Palabras” occurred mostly in
Spanish with friends and family members. Elida also commented about a book she had
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that was also for the children that was similar to their Bible for kids. “Yes I have a Bible
for the kids. It is different for the kids. “And there is a Bible for girls I have. Girls should
have something like this. It is prayers or oraciones. How do you say oraciones in
English?” Elida was referring to a book she has for Sofia and as we searched together for
the meaning of “oraciones” in English, Elida continued our conversation, after we
discovered by checking the translation app on our phones that oraciones means prayers in
English. “This book has prayers for children. It is My First Book of Prayers, Oraciones.”
This book was also in Spanish and was read by Sofia and its contents discussed with
Elida.
Perception of Bible literacy practices to acquisition of English. The Leyva family
also connected the acquisition of English to Bible practices. In Figure 2, it is evident that
on the table area surrounding “El Poder De Tus Palabras”, Elida has established a space
in which she can study her Bible readings using additional resources. The space appeared
to be comfortable and an area in which Elida can reflect on her devotional and Bible
readings. In the photo, there is a thesaurus, which Elida used when she was trying to
better understand an English word while reading her Bible. She did not share examples of
words in which she may use the Thesaurus. However, she did comment about why she
needs to use her Thesaurus. “When I don’t understand some English words, I will use the
Thesaurus to find something that helps me understand better.” Elida improves her
English skills through various resources and the Thesaurus is one example. Also in this
area, is an additional reference book which contains various information and according to
Elida, “it is amazing and big!” “It is like an encyclopedia, but also similar to a
dictionary.” From her description, this reference book seems to really help Elida further
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develop her English skills. This area of Elida’s house, reflected in Figure 2, that included
her Bible and “El Poder De Tus Palabras”, reveals activities of consideration that reflect
Elida and her family’s religious beliefs. Furthermore, the stunning, yellow and white
flowers are a pleasant addition to Elida's study area!

Figure 2. Photo taken by Elida Leyva, “El Poder De Tus Palabras.”

Figure 3 is one of the children’s Bibles that Elida acquired for Sofia and Carlos.
According to Elida, “Both children have their own Bible.” Sofia and Carlos engaged in
reading their Bible occasionally on their own or with Elida. “This Bible is different for
the kids.” Elida and I did not discuss in detail how the children’s Bible was different.
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However, from the picture, I observed that the children's Bible includes vivid illustrations
and larger, colorful font. The children’s Bible was in English and served as one example
found in the Leyva’s home that provided opportunity to further the family’s English
literacy skills.

Figure 3. Read and Share Bible and other books.

Alejo Family
Key Bible literacy practices. The theme of the Bible being the primary literacy
source was evident in the Alejo’s family also. Relinda Alejo enjoyed taking time to study
her Bible in her home. Figure 4 was a photo of Relinda’s Bible, “Santa Biblia.” Her
Bible was a grayish blue and well worn, indicating high use by the family. This Spanish
Bible was a more comfortable read for Relinda than reading in English because of being
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fluent in her native language, Spanish. “It’s easier for me to read in Spanish then
English. Reading in English is much harder for me.” With her family attending church
services twice a week, Relinda studied her Bible often. When she studied, she used
resources to better aid in her comprehension of what she read. “When I do not understand
something in the Bible, and I need to look and find more information, I use the Bible
dictionary.” Figure 5 shows Relinda’s “Diccionario Biblico” or Bible dictionary on a
shelf in her living room. Samuel and Amaya also engaged in reading their Bible. Samuel
informed me during the final interview that he had given his old Bible to his sister.
According to Relinda, “It belonged to Samuel when he was little.” Sometimes at night,
the family will read together. This occurred “three or four days in the week. Mostly the
Bible”, according to Relinda. “Sometimes Samuel will read his Bible and then, together,
his dad or I will ask him questions about what he read. Or we’ll read Bible stories
together.”

\
Figure 4. Relinda’s Bible, “Santa Biblia.”
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Figure 5. “Diccionario Biblico.”

It was interesting to me the facial expressions expressed by Samuel when he
discussed giving his younger sister his Bible. There appeared to be a look of satisfaction
and pride displayed on his face. Amaya was more than happy to display her Bible and
seemed to really appreciate the gift from her big brother, as she knew exactly where to
locate the Bible on the shelf. Although the Bible was occupied mostly by Amaya now,
Samuel apparently wanted it understood that when he was younger, it was his and he
used it often.
During an interview in the Alejo’s home, Relinda and Samuel discussed the
contents of the children’s Bible with me. This occurred with them asking me to interpret
some of the prominent titles that reflected various Bible characters. “Can you guess some
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of these people from the Bible?” Relinda would point to a picture which included a title
in Spanish. I would attempt at reading the title that accompanied the illustration and make
a guess. Most of the times, I was able to correctly guess the Biblical character based on
the similarities in the names of the characters in both English and Spanish. For example,
we named Biblical characters such as Moses, Joseph, Jesus and Mary together while
scanning the contents of the children's Bible. “This is Jesus with the children. Samuel
was a prophet of God. This is Moses and the 10 Commandments.” After naming some of
the titles, Relinda inquired about my religious background after realizing that I was quite
familiar with the names of many prominent people from the Bible. “Are you Christian?” I
responded with yes and we continued the activity. It was quite an exhilarating, humbling
activity for me and an opportunity to acquire more Spanish vocabulary words! Through
this activity, it was apparent that Samuel was very familiar with the Bible and its
contents, indicating much time spent studying its contents. In Figure 6, it was evident that
the children’s Bible that originally belonged to Samuel is well-worn and frayed after
being used often by its current owner, Amaya.
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Figure 6. “Samuel and Amaya’s Bible/La Biblia.”

Perception of Bible literacy practices to culture. Relinda attended church with her
entire family. “We go to church two days in a week: Wednesdays and Sundays.” Church
services were conducted in Spanish each time the Alejo attended services. During one of
the interviews, Amaya, the Alejo family's youngest member, was proud to share with me
samples of a written activity she accomplished during church (Figures 7 and 8). During
church, Amaya attended a class specified for children her age. In Figure 7, there includes
an activity in Spanish that I was informed had been colored by Amaya. On the activity,
there includes a man and woman embracing and both smiling. The title that described the
activity was “Dios me ha hecho reír. Genesis 21:6” In the English language, it was
translated as the following: “God makes me laugh.” In addition, according to Figure 7,
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the activity came from “Lección 5B- Dios da la familia”, which was translated to “Lesson
5B-God gives the family”. This lesson was a section from a larger encompassing book,
“Primeros Pasos”, “First Steps”, which was from a workbook for toddlers. I decided to
conduct a quick search for “Primeros Pasos” to glean more information about the type of
activities it includes. According to my research, the book seeks to “reaffirm the Bible
lesson” (Zondervan Publishing, 2015). In addition, the activities are age appropriate for
young children, therefore verifying why Amaya enjoyed interacting with these activities
so much!

Figure 7. Bible activity, “Dios me ha hecho reir.”, colored by Amaya.

According to Relinda,”My husband and I ask the children questions about the
Bible at home and after church.” This occurs mostly in Spanish. Another activity Relinda
shared was an activity from the same workbook for toddlers represented from Figure 8.
This activity (Figure 8) was titled “Gracias, Dios, por mi familia”, which was translated
to English as “Thank you God, for my family”. In the image were a father and mother
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figure, a young boy, younger sister and baby in the father figure’s arms. According to
Relinda, “Amaya loves her family”, and this image represents her feelings about her
them.

Figure 8. Bible activity, “Gracias, Dios, por mi familia”, colored by Amaya.

Although Amaya did not create these activities herself, they hold meaning to the
young girl. In the pictures, coloring marks are apparent, as well as folded parts of the
paper. When Relinda allowed me to view the actual products, they were well worn. I was
permitted to hold these Bible practices that belonged to Amaya. According to Relinda,
Amaya reflects on these activities often and enjoys expressing their importance. “She
gets these lessons each time at church.” When I was interviewing Relinda during one of
the interview sessions, Amaya excitedly presented these to me and, in Spanish, began
excitedly explaining their value! “Thank you God for you tia!” was a sentiment Amaya
expressed to me, following the conclusion of one of the interviews. “Ahh, she’s talking to
you maestra!” was Relinda’s comment. Then Relinda said to Amaya, “She’s not your tia
Amaya! Speak in English too mami! She doesn’t speak all of Spanish!” Relinda was
commenting to her daughter that it would help me if she spoke in English because I was
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having difficulty understanding Amaya as she hurriedly spoke in Spanish. In addition,
Relinda was correcting her daughter about my title. Amaya referred to me as her “tia”
which translated to English is “aunt”. I was very fortunate and pleased that Amaya felt
comfortable with me enough to express this sentiment! I asked Relinda, then, if I could
give Amaya a hug, which she responded, “Yes, of course! She would like that!”
Perception of Bible literacy practices to acquisition of English. Although the
family mostly engaged in reading and studying the Bible in English, Samuel and Relinda,
during interviews, were able to express its contents in English. Samuel adequately
communicated certain sections of his Bible, such as characters like Moses and Noah, to
me in English. Although not discussed during the interviews, it was obvious that
conversations regarding some of the Bible’s contents were occurring with Samuel in
English in their home. In addition, Relinda was familiar with the translations of
prominent Biblical individuals in English, indicating prior practice of those Biblical
names. During the activity I participated in with Relinda and Samuel in which they
“tested” my Spanish knowledge of prominent Biblical individuals, I would state the
Biblical names in Spanish and then translate to English. Both Samuel and Relinda were
already aware of the English translations and carefully listened to me in order to ensure
my translations were accurate.
Ruiz Family
Key Bible literacy practices. The Ruiz family was very much involved in studying
the Bible as a primary literacy source in their home. During an interview, Ynes shared
photos with me which captured Ana reading her Bible. According to Ynes, Ana “reads
her Bible two times a week.” Juan also reads his Bible and does so “more in his school
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and about four times a week at home.” It was evident that reading the Bible was
important to Ynes and her children. Although Ynes reads her Bible in Spanish, the
children often read their Bibles mostly in English. I was informed by Ynes that both her
children “read the Bible in both languages.” “When I read the Bible, I sometimes discuss
what I read with Juan and Ana.” In Figure 9, Ana was engaged in reading her Bible in
their home. “When she reads, she likes to sit here at the table.” Figure 9 depicts this Bible
literacy practice.

Figure 9. Ana engaged in reading the Bible in her home.

During two of the interviews conducted for this study with Ynes, I worked with
Ynes in order to accommodate her schedule to attend church activities. The Ruiz family
attended church together weekly. “We go to church Wednesdays and Sundays.” Ynes
refers to her church as “very cozy” because of how friendly everyone is and enjoys
attending during the week.
Perception of Bible literacy practices to culture. The Ruiz family perceived a
connection between their Bible practices to their native language, Spanish. When Ynes
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read her Bible it was “always in Spanish.” According to Ynes, “I read everything in
Spanish. I can read 60% in English and can speak in English about 70%.” Although Ynes
can read well in English, she feels more comfortable reading her Bible in Spanish, which
was her native language. “I really enjoy reading and communicating in the Spanish
language." The church services the family attended were also conducted in Spanish,
further demonstrating that Spanish was essential to Ynes and her family. Ynes comments
her husband’s feelings about attending church services. “He likes our church because it is
in Spanish. The pastor is American but he also speaks Spanish with us. We both like
this.” Attending church services weekly and reading the Bible in their home was vital to
the entire Ruiz family because it provided them opportunity to interact with each other
and to further support the bond that existed between them. In addition, religion was
important to the family and communicating this essence was one way the family engaged
in Bible practices in their home. Reading and studying the Bible, as well as attending
church services together as a family contributed greatly to the Bible literacy practices that
occurred in the home of the Ruiz
family.
Perception of Bible literacy practices to acquisition of English. The Ruiz family
perceived a slight connection to their Bible practices to the acquisition of English. Ynes’
English skills were quite adequate yet she prefers to communicate and read in Spanish.
Attending weekly church services and reading the Bible was important to the Ruiz family
but these activities also exclusively occur in Spanish. However, when Ana and Jose read
and study their Bibles, they do so in both languages. Anytime her older children were
engaged in reading the Bible in English, they were enhancing their English literacy
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skills. Although the family engaged in communicating in English at times, Bible
practices occurred mostly in Spanish.
Homework Literacy Practices
Another major theme that was evident from critical analysis of the data was that
homework was the secondary literacy source in the homes. This theme reflected the
profound literacy practices employed by the participating families. This was evident from
the photos taken by the participating mothers, my research journal and the interviews
between me and the mothers. Homework literacy practices were those practices that
reflected core subjects in school: math, science, social studies, reading and language arts,
art, and music. Each family that contributed to this study engaged in homework and other
academic literacy practices in their homes. The homework practices varied in each home
but possessed a similar theme.
Homework practices were one type of literacy activity that occurred in the
families’ homes. These practices were critical to this study because they supported
evidence of key literacy practices reflected in Latino immigrant families’ homes.
Examples existed through photos and responses to interview questions.
Alejo Family
Key homework literacy practices. In the Alejo family, the family engaged in
homework activities which supported Samuel’s language acquisition and educational
attainment. Samuel was a fourth grader at the neighborhood elementary school and at
home, his parents were involved in his education endeavors. Relinda believed reading,
studying, and writing were very important. The family engaged in reading and writing
activities “We will do reading activities 15 minutes a day, three or four days a week,
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sometimes together. Together we mostly read the Bible, like Bible stories.” After school,
Relinda waits for Samuel at the side of the building to take him home. Because of my
position at the school, I would daily observe Relinda awaiting dismissal to gather Samuel
with Amaya in her stroller. “When we return home, he begins his homework. Then, we
eat dinner, watch a little TV, and later before we go to sleep, we can read together.”
Relinda has “a bar in the kitchen” in which Samuel completed his homework and read his
many chapter books while she prepared dinner. “He sometimes will do his homework in
the living room.” During an interview in which I was invited into the family’s home, a
letter from the neighborhood school was posted on the refrigerator. “It’s the school’s
newsletter”, Relinda commented. Figure 10 depicted the newsletter posted on the Alejo’s
refrigerator. The newsletter included information regarding upcoming events at the
school. “It’s like a schedule in English and Spanish from the school.” The Alejo family
has posted the newsletter on the side printed in Spanish. The newsletter encouraged
students to practice reading, writing and math activities daily. According to Relinda,
“Math this year was hard for Samuel. In second grade, it was much easier. In third grade,
it [Samuel’s grades in Math] went down” Relinda encouraged her son to practice math
daily by practicing his multiplication facts. This occurred at “the bar in the kitchen”,
often while Relinda prepared the family’s dinner. According to Relinda, the time she
spent helping Samuel with his daily homework “depended on how much homework he
has.” “If he has a lot of homework, it takes more time to finish it.” During one of the
interviews at Relinda’s home, Samuel commented to me, “My mom doesn’t think I read
enough. Will you tell her I read a lot in ESL?” I commented to Relinda that, in fact in
ESL classes, Samuel often reads chapter books. I was knowledgeable about this
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information because of my position at the neighborhood school. Relinda smiled and
commented, “Congratulations!” Afterwards, we all laughed at Samuel’s insistence that he
was right and his mother was wrong! After that comment, Samuel smiled enormously,
quite proud that he was indeed correct.

Figure 10. Samuel’s school newsletter on the refrigerator.

Figure 11. Samuel sitting at the kitchen bar engaged in a writing activity.

Perception of homework literacy practices to culture and acquisition to English.
The Alejo family perceived a connection between homework practices and their native
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language, Spanish. Samuel enjoyed reading chapter books and his parents supported this
practice by purchasing books to enhance Samuel’s growing home library. In Figure 11,
Samuel was sitting at the “bar in the kitchen” which was where he often sat to read or
complete his homework. He completed this writing activity in English, yet discussed the
topic of the activity with Relinda in Spanish. Also in the photo, Samuel sat facing the
kitchen stove. Often, he would sit in this area engaged in homework or another literacy
activity, while his mother Relinda, prepared dinner. As he would complete homework
practices, he would also engage in conversation, in Spanish, with his mother as she
prepared dinner, about his homework assignments.
There was also a perceived great connection between homework practices and the
acquisition of English. Samuel owned many types of chapter books, all in English. “He
likes reading chapter books and we let him buy them from Scholastic.” This was evident
from the chapter books shown in the family’s home through the photos taken by Relinda.
Some of the chapter books Samuel enjoyed reading were evident in Figure 12. Samuel
was interested in fiction animal books, as well as science fiction books. “He likes to read
in the kitchen, living room or his room.” Relinda and her husband both encouraged
Samuel to read daily because they knew the practice would improve his reading skills in
English. In Figure 11, Samuel had a dictionary near him when he was reading one of his
many chapter books. As Samuel was improving his English skills, Relinda encouraged
him to use a dictionary to search for words in which he lacked understanding. During an
interview, Samuel was engaged in a homework activity and Relinda inquired, “Where is
your dictionary? You need it.” Samuel knows how to use a dictionary from being taught
in school. After reading a section of one of his books, Samuel would respond to questions
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his mother has about what he has read. “I ask him questions about the books he reads in
Spanish.” Samuel would then provide details about what he had read in Spanish to
Relinda.
During an interview in which I was visiting the Alejo’s home, Amaya made a
comment during the interview that indicated a close connection to Mexico. Relinda
translated her comment to me, “She says that she’s going to Mexico this summer and
Samuel will have to stay here and go to summer school if he doesn’t get his grades up!”
Clearly, this topic has been discussed before between Samuel and the rest of the family
because Amaya repeated this statement twice! The family obviously keeps a close
connection with their family in Mexico. I asked Relinda about other ways they keep a
connection with Mexico and she shared with me another literacy activity the family
enjoys. “We have a lot of stories from Mexico and we share them together both in
English and Spanish.”

Figure 12. More of Samuel’s books.
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Leyva Family
Key homework literacy practices. The Leyva family also engaged in homework
practices and it was evident through the data collected that homework was the secondary
literacy source in their home. This evidence was evident through the photos taken by
Elida and from her responses to the interview questions. Elida’s two oldest children,
Sonia and Carlos both engaged in homework literacy practices in their home. “When the
kids get home, they eat something. And do homework. Later they take a shower or
sometimes in the morning. Then it is dinner time and when they’re done and bedtime is
coming, they go to sleep. Sometimes before they go to bed, they tell me stories or talk
about what kind of books they’re reading and then they tell me.” Elida also encouraged
her children to study, read, and write often in English. Most of the homework activities
the children completed were in English. To support her children’s academic literacy
endeavours, Elida had several books in her home that focused on various core academic
subjects. “We have newspapers and many books.” When asked about the types of books
she had, Elida responded, “We have National Geographic, mathematics, social studies,
science, and more science. Haha!” She found it especially funny and interesting that most
of the academic books she and her husband had in their home for their children focused
on science subjects. “Science is their favorite!” In Figure 13, there are examples of some
of the educational books the Leyva family had in their home. Sonia and Carlos enjoyed
reading books with “everything about animals and space.”
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Figure 13. Books in the Leyva home that reflect science topics.

In the photo there was a large book about wildlife animal facts in the
center and another book, a space encyclopedia book, to the left of the wildlife
book. Between the space and wildlife books, was a National Geographic
book. Elida also shared a set of books they own that were valued by the entire
family. In Figure 14, Elida shared a set of books her husband purchased for by

Figure 14. SW Advantage Books.
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the entire family, but especially for Carlos and Sonia. The books are called Southwestern
Advantage.
According to Elida, her husband purchased the books because they really care
about their children’s education. “School is important for my children’s future.” “My
husband bought these books. He spent a lot of money on them. Yes, they are like for
college. They are called Advantage and there are four books. There are Social Studies
and Language, Science and two books on Math.” “The books are amazing and are like
treasure! They are like for university” “I don’t like for Carlos to use the calculator to
solve math problems so the Advantage books help.” From the interviews, it was evident
Elida was very pleased with the set of books and spoke highly about their contents.
Perception of homework literacy practices to culture and acquisition of English.
The Leyva family perceived a minor connection between homework practices and their
native language of Spanish, which is part of their cultural backgrounds, yet a great
connection to the acquisition of English. Elida supported her children with homework
literacy practices by encouraging them to write frequently about various topics in
English. “I say [to my children] take your notebook and write everything exactly that you
see.” “Carlos sometimes when writing will make the letter “i” with a little line and a big
head! I tell him to make his I’s with a little point on it. When he sometimes makes a big
head on the I’s, I know he tries a lot.” When she encouraged them to engage in writing
activities, she spoke to them in Spanish because it was her language preference for
communication with her family in their home. “I always speak in Spanish” is a comment
Elida shared regarding her native language more than once. Elida mentioned this
comment repeatedly because of her pride in her native language. Elida initiated writing
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activities with her children three to four times a week. “My husband and I just try and
give my kids one step to stay ahead. We work hard to give to our kids.” She continued
expressing the importance of supporting her children in their academic activities. “Where
some parents buy Nintendo games for their children, my husband and I buy books and
more books.” Elida explained to me during an interview how Carlos sometimes needs
assistance in English acquisition and her methods for helping him at home. “Sometimes
Carlos needs to explain his homework in English because he doesn’t know all the English
words. So he has a little bit of trouble with that.” “I can read really good English and I try
to encourage the kids to read to me and the baby. This is the way Carlos can try and he
can read and practice in English.” This evidence of support for her children that was
exemplified in the Leyva’s home supports Elida’s statement of how she and her husband
valued the significance of homework and other academic literacy practices for their
family in their home.
Ruiz Family
Key homework literacy practices. There was evidence, according to the research,
that the Ruiz family engaged in homework activities as their secondary literacy practice
in their home. Ana and Jose often completed their homework and other academic
activities at the kitchen table. Ynes reflects on her two oldest children’s homework
quantity. Jose “has lots of homework because he’s in middle school but Ana only a little
bit.” In Figure 15, Ana, still wearing her school uniform, sat at the kitchen table
completing a homework assignment in math. Ana was in the fifth grade at the
neighborhood school. “Jose and Ana sit at the kitchen table to do their homework while I
make the dinner.” Jose often had more homework because he was in middle school.
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According to Ynes, “Jose sometimes has homework in one day for three hours.” “Ana
will have homework for about an hour.” While her children sat at the kitchen table
completing their homework literacy tasks, Ynes would inquire about the work they were
doing, communicating with her children in Spanish. She did this to ensure she remained
connected to what her children were learning in school.

Figure 15. Ana at the kitchen table engaged in a math activity for homework.

Perception of homework literacy practices to culture and acquisition of English.
The Ruiz family perceived a minor connection to homework practices and their culture,
yet a major connection of homework practices to the acquisition of English. In Figure 16,
Ana was completing a homework assignment that focused on equivalent fractions. Using
the book, she was able to check for understanding to ensure she was attempting the
activity accurately. Ynes also helped. ”When they do their homework, I often help my
children.” “I ask Jose and Ana about their homework in Spanish”, although the
homework assignment was completed in English. Jose and Ana would ask her questions
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in Spanish when they were struggling with understanding the expectations of their
homework. In addition, Ynes kept in constant communication with her children’s
teachers. The conversations Ynes had with her children’s teachers always occurred in
English. “Sometimes I talk with the teachers about what Ana likes to do.” Like science is
her favorite. Sometimes I go see the teachers and tell them what Ana needs.” Ynes often
helped her children with their homework, but according to Ynes, “Jose sometimes helps
Ana in math or in art.”

Figure 16. Ana at the kitchen table working on a math homework assignment.

Both Jose and Ana enjoyed reading chapter books and the family had many to
choose among! According to Ynes, the family had a very diverse selection of books in
English. “I have books in my home for science, books for cooking, for my children,
mathematics, chapter books, and history books.” In Figure 17, “Ana was reading on her
bed with her pillow.” Ana looks very comfortable with her pillow, reading her chapter
book! Often, Ana sat in her room on her bed while reading her books. According to Ynes,
when her two oldest children were reading chapter books, “They read alone but when
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they do not understand something, they ask me for an example in Spanish and I try to
help them better understand.”

Figure 17. Ana is reading a chapter book atop a festive pillow.

Family Time is Quality Time
Family time was also a literacy practice evident in the homes of the participating
families for this current study. This theme was considered as a minor theme because there
included evidence of such practices, yet not as compelling and evident as the other
themes. In addition, some of the literacy practices were previously mentioned due to
better representation in other themes. Not all practices included both parents but each
family did participate in activities together that involved at least one parent and the older
children. The practices also included activities inside and outside of the home. Among
the activities the families participated in, each activity was one that the families enjoyed
and considered together time. Some of the literacy practices mentioned in prior sections
in this chapter were performed by the participating families together. Literacy practices
that were categorized as either Bible literacy activities or homework literacy activities
were mentioned earlier and will not be discussed in further detail in this section.
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Furthermore, there was also literacy practices the family engaged in that were not
categorized under the main literacy practices’ themes. These literacy practices were
discussed in this section of family connection literacy practices.
Ruiz Family
Key family time literacy practices and perception of practices to culture. The
Ruiz family engaged in family time literacy practices together as a family. Some of these
practices were already discussed in other sections such as attending church services
together, which the family engaged in conversations about church and the reading the
Bible. “We go to church together Wednesdays and Sundays.” According to Ynes, one
activity the family engaged in together was walking. When they walked, they
communicated in Spanish about various topics. “What we talk about depends on what we
are doing.” According to Ynes, “we go walking, exercising or even swimming together,
when the weather is nicer.” “Sometimes we even feed the dogs together. Someone will
hold a dog so the others can eat. This makes it so all the dogs can eat. These were some
activities the family enjoyed doing together and they discussed various topics while
engaging in these activities. When the family was taking part in these activities, the
conversations that occurred were in Spanish. “I enjoy talking in Spanish.” Ynes also
comments that when they were engaged in activities together, they also discuss topics
related to school. “We talk about school and what the children are doing and learning.”
Ynes also mentioned that during these activities she would engage in conversation
specifically with her husband. “My husband and I work and we will talk about how it’s
going at our jobs.” Completed together, the family immersed in conversation in Spanish
about various topics during family connection activities. “At home we naturally speak in
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Spanish. Since the kids talk with children in the school and they learn English, we use
Spanish at home.” “Our culture is to be helpful, very friendly, and cheerful.” “We are
very homey.” Ynes speaks of the culture of her family in their home with admiration and
pride. Through interviews with Ynes, it was apparent that she and her family enjoyed
engaging in activities together and it permitted them an extraordinary opportunity to
strengthen their connection through the use of their native language, Spanish.
Leyva Family
Key family time literacy practices and perception of practices to culture. The
Leyva family also engages in activities together as a family. Mentioned earlier, the family
enjoyed reading together, often at bedtime in Spanish. “My husband and I help Carlos
with his homework.” Activities the family performed together included “housework,
cleaning the yard and helping with getting dinner ready.” Another activity the family
engaged in was reading the Bible together which was also discussed in the theme about
Bible practices. Elida commented, “We will read the Bible together 3-4 times a week.”
Another activity the family enjoyed performing together was helping young Javier
improve his Spanish speaking skills. “We speak in Spanish all the time in my home.”
“This is good for Javier.”
Perception of family time literacy practices to acquisition of English. The family
also helped Javier improve his English skills also. “We don’t play a lot of games on the
computer or internet. I don’t like that.” “It’s ok though for Javier to play a learning
English game on the computer.” Javier plays a game on the computer to “learn letters,
animals and help him to talk more in English.” “The game was Carlos and Sofia’s in the
past.” “This game has been in my home a lot of years.” According to Elida, “Javier
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practices with the family more in Spanish, but the game was in English and so he’s
learning two languages.” Also, Elida commented that Javier “really enjoys singing the
ABC’s.” “He also likes to sing Happy Birthday in English because it’s really fun!” The
family further helped Javier improve his language skills by reading to him in English.
“He really likes to be read to in English.” Books they read to Javier include Dr. Seuss
books. “I have the whole collection, a little collection of Sesame Street and Winnie the
Pooh. He likes Llama Llama and the Bully Goat, and I have The Little Engine that
Could.” Next to the children’s Bible Read and Share mentioned prior in Figure 3, are
additional books that the Javier enjoyed having read to him. “We have 365. How do you
say cuento in English? Stories? And rimas for children. How do you say rimas? Rhymes?
Yes something like that.” “Javier really tries to have a conversation in English but
nobody really understands him but me!” All of these family connection activities were
done with respect to enhancing the future of the Leyva’s children. “We don’t have
traditions. But my husband and I want to help our kids.” “And I try and make something
like a library because my kids need it but not right now.” “When I help my kids, I help
myself.” “I mostly use the computer for beauty supplies because I sell them. Also to
make applications, sometimes for Facebook.” When Elida uses the computer, it is mostly
in English.
Alejo Family
Key family time literacy practices and perception of practices to culture. Family
time literacy activities were also observed in the Alejo family. As mentioned prior, the
Alejo also attended church services together, as well as read the Bible in Spanish. The
family also worked together to complete homework assignments that Samuel had during
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the week. After homework was completed, the family “eats dinner and watches TV
together.” Prior to bedtime, the family engages in reading together. “And later when we
go to sleep they can read.” According to Relinda, the family enjoyed “sometimes playing
together.” This may include simply having fun with each other in their home. “We will
sometimes just tell jokes to each other.” These exchanges of activities with the family
occur in Spanish. “Sometimes we will also tell each other Bible stories.” As mentioned
prior, the family had Bibles in Spanish that the family enjoyed reading. These were
activities in which “we all participate”, according to Relinda. Based on the activities
Relinda revealed, the family greatly enjoyed interacting with each other. These activities
stated occurred often and were a celebration of the family.
Cross-Family Analysis of Literacy Practices
The experiences within the homes of the participating families in this current
study ascertained the significance of literacy practices to each family. These experiences
were captured through the methods utilized for this study: my research journal,
interviews, and photo elicitation. The data collected from these methods produced three
overall themes. Studying the Bible as a primary literacy source and homework as a
secondary literacy source were discussed as major themes and family time literacy
activities were discussed as a minor theme. It was determined from careful analysis of the
data that families engaged in key literacy practices, perceived a connection between their
literacy practices in the homes to their children’s acquisition of English and perceived a
connection of these practices to their culture, in which all of the participating families
engaged significantly in communication between each other in their native language,
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Spanish. The following sections involved a cross analysis of the three themes across
families.
From the Bible to Our Lives
Each family possessed a Bible in their homes and studied its contents daily. The
Bibles in the homes of the participating families were in Spanish. This theme emerged
from the collected data of the interviews, my research journal and the photos taken by the
participants. As I dissected the surfacing data collected from the methods utilized for this
study, the theme of studying the Bible as the primary literacy source surfaced, reflecting
activities similar among the families. This theme was not formed from my opinion, but
reflected the types of literacy activities that occurred within each participating family
based on the data collected. According to the data, studying the Bible was important to
each participating family and one way this was evident was that photos taken by the
families each contained evidence of a Bible. The Bible, throughout the data collected
from the participating mothers, was read, studied and discussed within each family unit.
Each family was encouraged to capture evidence of literacy practices in their homes and
specifically I requested they capture anything in the home that was related to reading,
writing, listening, and speaking (with careful consideration to omit faces from photos).
Each family engaged in reading and studying the Bible in their native language, Spanish.
The length and amount of time families engaged in studying and reading the Bible was
irrelevant to the study. Yet what was important was that this activity was one in which
the family took part in together. This included reading Bible verses, interpretation of the
contents of the Bible and discussing its contents together with those family members that
were present for the activity. Although the families each had a Spanish Bible in their
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homes and engaged in practices of reading, listening and discussing its contents, a
conversation regarding the attendance of church did not occur.
Studying the Bible was a primary literacy source among all the mothers in this
study. In addition, studying the Bible played a significant role in daily activity of the
families. I observed, during interviews, that the participating women analyzed the Bible
and shared this analysis with the remaining members of their families. In addition, each
woman when asked about literacy practices in their home included discussion about their
Bibles and sharing its contents with family and friends. This was an important activity to
them. Sharing the Bible and its contents with family and friends was something the
mothers focused on to positively support enhancing their family and friends’ lives, as
well as strengthening their bond. I was excited to realize that the mothers shared this
connection of including Bible activities in their home because the evidence collected to
support this theme was very much robust. Relinda, Elida and Ynes enjoyed studying their
Bibles in different ways yet were consistent with the activity. According to the data, each
woman included a picture of their Spanish Bible. Each woman’s Spanish Bible was well
worn and included evidence of application. In addition, each woman pointedly discussed
their Bibles and how they were used in their homes with me during the interviews. These
Bibles, according to the photos, were kept on shelves in the families’ living room areas.
Spanish was a strong indication of the families’ cultures and this was represented
in the Bible literacy activities. Each woman communicated with their family members in
Spanish and enjoyed also reading in the language. Therefore, it was understandable why
each woman also engaged in studying the Bible in Spanish. A communication of the
Bible’s contents was shared with their children and appeared to structure the family’s
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religious literacy practices. Ynes and Rubicela enjoy attending regular church services
with their families after studying the Bible throughout the week. Elida enjoyed inviting
friends and family members to her house to engage in study with her daily devotional, the
supplementary scriptures and the accompanying book to her devotional.
The children in each family also read the Bible and had their own children’s
version. In addition, the older children shared their readings and perceptions of readings
with their mothers, which developed into discussions, for example, about scriptures and
prominent people of the Bible. The children in both the Alejo and Ruiz families attended
church services weekly with their parents. Amaya Alejo, the youngest child in the Alejo
family, attended a specific class for her age group in her church, in which the children
complete activities that were age appropriate that focus on the Bible. The children’s study
of the Bible was one that was modeled and expected by their parents. The children
engaged in these Bible literacy practices as a result of the consistent model demonstrated
by their parents in the homes. Although there existed strong evidence of Bible literacy
practices occurring among the Ruiz and Alejo children, there lacked sufficient evidence
of Bible literacy practices occurring among the Leyva children. According to the
research, Elida desired most of the children’s focus to be situated on homework literacy
practices because of the desire to provide for her children a successful future through
educational attainment. However, I realized that lack of evidence does not constitute any
evidence. The clear evidence of Bible literacy practices that produced the theme of Bible
activities as being the primary literacy source in the families’ homes, developed mostly
from evidence indicating the parents robust implementation of these practices in their
homes with their families.
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Homework Literacy Practices
There was sufficient evidence collected from the study that strongly exemplified
homework was the secondary literacy source in the homes of the participating families. It
was in my opinion that the families strongly supported their children’s educational
attainment, as they engaged in homework practices daily. This support resembled daily
reading, writing and completion of school homework exercises. In addition,
communication occurred between the mothers and their children’s teachers at the nearby
neighborhood school in order to ensure their children were succeeding at school.
Homework practices in the home often occurred at the kitchen table while the
mothers were engaged in preparing dinner. Within each family, I found it interesting that
the children relished the act of sitting at the kitchen tables, engaged in literacy activities
while their mothers prepared dinner. In my opinion, this consistent act across families
represented a bond between mother and children that produced meaningful conversations,
beyond just discussing homework activities. Spanish was in attendance and this role of
their culture proved to be well preserved and observable. The conversations that occurred
were often in Spanish regarding homework that was always completed in English. Often
when the children were engaged in homework practices, the focus was on reading,
language arts and mathematics objectives. The focus on the homework practices was a
result of the parents desiring for their children to be successful in school and improve in
their English language skills.
Chapter and science books were a favorite of the older children and were read for
pleasure and to gain academic knowledge. According to the data, chapter books were
often read by the children at the kitchen table and in their rooms. These books were
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mostly fiction books. In contrast, the children also, according to the interviews and
photos, enjoyed books related to science topics. Science books were definitely popular
among the children and it was remarkable to observe that the mothers sustained this
passion through the procurement of many science related books. Many of the science
books that the older children enjoyed were books about various types of animals. These
science books included many reference books including encyclopedias and some
National Geographic. In addition to encyclopedias, other references in the homes
included dictionaries and thesauruses. According to the data, both children and adults
utilized reference books. The mothers often used the dictionaries in order to better
understand English words they encountered, for example, when studying the Bible and
their children would use both dictionaries and thesauruses during the completion of
homework in order to enhance comprehension of academic content. For example, Samuel
Alejo in one photograph was involved in a writing activity related to readings from one
of his chapter books. In the photograph, a dictionary was apparent. According to Relinda,
Samuel enjoyed reading chapter books and challenged himself to read books that were
slightly difficult for him. Because these books were sometimes more challenging, he
would use his dictionary to ensure comprehension.
Family Time is Quality Time
Each participating family engaged in multiple activities together. Many of these
activities occurred in the home and involved at least one parent. Some of these activities
involved the two themes: studying the Bible and homework practices.
Often reading the Bible occurred in the home with the mothers and the older
children. Rubicela, her husband and their children attended church services weekly and
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shared the experiences together through communication. Attending church services
together occurred in both the Alejo and Ruiz families and was an essential part of their
daily lives. As mentioned prior, engaging in studying and reading the Bible was the
primary source of literacy activities in the family.
Homework activities were often completed together, usually by the children and
their mothers. As the mothers prepared dinner, the children often sat in close proximity to
enable themselves opportunities to receive assistance with the homework when
necessary. When discussing homework, older siblings became involved also. For
example, Jose helped his sister Ana when she struggled with math homework. With him
being in middle school, he was often able to assist Ana with mathematical concepts he
experienced in the fifth grade. In another example, Sofia also helped Carlos at times with
his homework. As a fifth grader, she was able to help Carlos enhance his knowledge of
various fourth grade academic content. Elida commented, “I do not let Sofia help often
because Carlos will want her to do the work for him. She will help him and then I come
to continue helping him.” Although the focus shifted from Sofia helping her brother to
Elida continuing the process, what remained was the activity was completed together.
One point that was easily observed was the bond that existed between the family
members in each household. Activities the families enjoyed included walking, playing
games, and reading together. Elida and her family enjoyed reading books together at
bedtime. This provided the family time to conclude the day spending time together,
regardless of the activities they were involved in throughout the day. Both the Alejo and
Leyva families engaged in playing games together. Elida and her children often helped
Javier, her three year old son, with learning English via computer games. Although the
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family did not engage often in computer games, Javier enjoyed games on the computer
that supported his English acquisition. This was helping Javier to establish a firm
foundation in language acquisition. When the family read together at bedtime, they
sometimes read books such as Dr. Seuss, which were some of Javier’s favorites. When
walking together, the Ruiz family communicated about their daily lives, including the
happenings of Ynes and her husband’s different jobs. After the Alejo family finished
eating dinner together, they enjoyed playing games including telling each other jokes.
Playing together can be simply laughing at stories or tickling each other. These family
time activities, it seems from the research, definitely situated the family to have a closer
relationship with each other.
Conclusion
The current study examined the literacy practices that occurred in the homes of
Latino immigrant families. The methods for collecting the data included interviews,
photo elicitation, and the use of my research journal. Three themes emerged from the
overall data collection. The three themes that emerged were the studying of the Bible was
the primary literacy source in the homes, homework practices were the secondary literacy
source in the families’ homes, and family time activities were also literacy practices in
the families’ homes. Family time activities were considered a minor theme, while
studying the Bible and homework practices were major themes represented from the data.
It was determined from the collected data that families engaged in key literacy practices
in their homes and that also, the families perceived connections to their culture and to the
enrichment of their children’s acquisition of English.
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Chapter 5: Discussion
Chapter 5 includes a critical discussion of the findings that emerged from the data
collected. Also included are a summary of the findings, implications, and
recommendations for future research. In addition, relevance to the current literature will
also be discussed in this chapter.
Summary of Study
The current study examined the literacy practices of recent Latino immigrant
families with their children and what literacy support resembled in their homes. In
addition, the purpose also centered on the role of language, as a part of culture, in literacy
practices and the association between family relationships and literacy practices. This
study provided insight into the literacy practices of families that have been marginalized
by the dominant culture regarding differences in literacy practices.
Research Questions
This study was guided by the following research questions:
1. What are the key literacy practices of Latino immigrant families in their homes
with their children?
2. What are the Latino immigrant families’ perceptions of the connections of these
practices to their cultures?
3. How do Latino immigrant families’ view the connection between their home
literacy practices and the acquisition of English?
The experiences within the homes of the participating families in this current
study ascertained the significance of literacy practices to each family. These experiences
were captured through the methods utilized for this study: my research journal,
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interviews, and photo elicitation. The data collected from these methods produced three
overall themes. Studying the Bible as the primary literacy source in the homes and
homework literacy practices as the secondary literacy source in the homes was discussed
as major themes and family time literacy activities were discussed as a minor theme. It
was determined from critical analysis of the data that families engaged in key literacy
practices, perceived a connection between their literacy practices in the homes to their
children’s acquisition of English and perceived a connection of these practices to their
culture, in which all of the participating families engaged greatly in communication
between each other in their native language, Spanish. This observation was apparent
throughout the collection of data.
Major Contributions
Three themes emerged from the collected data of this qualitative study. The two
major themes were: (1) studying the Bible was the primary literacy source in the homes
and (2) homework literacy practices were the secondary literacy source in the homes. In
addition, one minor theme emerged from the collected data: (3) family time activities
were also literacy practices in the homes. These themes emerged from the interviews with
the participating mothers, notes collected from my research journal and through analysis
of the photos taken by the mothers of literacy practices evident in their individual homes.
The analysis of this study produced three overall important findings: (1) the family unit,
literacy practices and culture were elaborately connected, (2) mothers strove to guarantee
a successful future for their children through a secure language foundation, and (3) home
equaled strong family values.
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Family, Literacy, and Culture Equal an Intricate Connection
It was evident from the data collected that there was an intricate connection
between family, literacy and culture. The connection between family, literacy and culture
was intricate and represented the focus that drove the families. Although the connection
was intricate and unique to each family, it was also a complex one because change and
flexibility occur and are necessary in daily life. Findings from this study indicated, in a
consistent manner, that families engaged in activities together daily. Communication
between the families occurred daily regarding various topics. While the families had
varying schedules, time was allocated and encouraged to ensure there was an
involvement in literacy practices together in their homes. This allocation and
encouragement of time takes effort from all members of each family. Literacy practices
were evident in how the families studied the Bible, which often occurred together,
through the practice of homework activities and additional family time activities such as
taking walks, cleaning the yard or simply reading together at bedtime.
All of the participating mothers discussed family wholeheartedly. Family was
mentioned and discussed as a whole unit, not separately. Often activities mentioned that
were literacy related were conducted together at some point. Literacy appeared to be
embraced as a vital component of daily life and equaled the key to success to educational
achievement. In addition, literacy, according to the data, was valued as a “visible element
of learning” (Gadsden, p. 402). Literacy was visible through the photos the mothers
captured throughout their homes. Literacy occurred during Bible study, reading of
chapter books, discussing homework with each other, and through communication in
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English and Spanish. In addition, reading, writing, speaking and listening were daily
rituals practiced by each family.
The Spanish language played a major part in how the family engaged in literacy
practices because it was their native language and their main language choice for
communicating with each other. Whether Spanish, English, or both languages were
spoken in the families’ homes, language was an essential strength of the families (Gaitan,
2004). In addition, Spanish represented a major part of their cultural background. The
families’’ use of language was complex because the older children in each family were
fluent in English and their proficiency levels in Spanish varied. Most of the older children
were fluent in both. However, the parents in each family, although fluent in Spanish,
were limited in their English proficiency. Although many of the literacy practices
accomplished by family members were in English, discussions surrounding and
concerning the activities occurred in Spanish.
Guaranteeing an Effective Future for the Children Equals Language Acquisition
Success
It was evident throughout the data collected that the participating mothers labored
towards ensuring their children had a successful future through daily involvement of
various literacy practices. In addition, data also supported parents believed that the
literacy practices their children accomplished would guide them in the direction towards
a guaranteed, prosperous future. The focus was that their children do well in school and
the families trusted themselves they were providing their children with the appropriate
means in obtaining and achieving this educational goal.
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This familial support was critical for their children as they continued to improve
their English skills, and balanced the expectations of their families and school life. This
major finding was in alignment with existing research (Auerbach, 1995; Delgado-Gaitan,
1994; Moll, 1992; Purcell-Gates, 1995; Saracho, 2003), which indicates “culturally and
linguistically diverse families value literacy and believe that it was the single most
powerful hope for their children’s future success” (as cited in Saracho, 207, p. 107). In a
study by Gillanders and Jimenez (2004) of four immigrant Mexican kindergartners, they
found a correlation between the literacy practices in the homes and the active role the
parents portrayed with their children. In addition, they “saw Hispanic families as
promoters of positive effects of bilingualism and literacy learning” (Saracho, 2007, p.
107). Characteristics from their study were reflected in this study, in which each family
supported bilingualism through multiple types of books in their home in English. Various
texts in English include cookbooks, chapter books, resources such as encyclopedias;
dictionaries and thesaurus are all evident in the participating families’ homes. In addition,
writing and homework activities were all also conducted in English. Discussion following
the accomplishment of these activities, however, usually occurred in their native
language of Spanish, yet according to the data collected, this exchange in languages did
not cause confusion among the children as they continued to engage in activities that
supported a firm language foundation in their homes.
Home Equals Strong Family Values
According to the data collected for this study, home was more than a space in
which the families lived under one roof. Home represented a shared and supportive
environment that promoted literacy opportunities through meaningful, real life
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experiences. According to recent research about Latino immigrant families, daily
activities, in which families engaged in, range from a having dinner together at the end of
a day, to sitting and sharing a space together reading a book (such as at bedtime), to
attending church together throughout the week (Hardway & Fuligni, 2006; Tudge, 2008;
Weisner, 2002). All of these activities mentioned were actively performed by the
participating families. Although the Leyva family did not attend church services
regularly, Elida, her children and husband did engage in Bible study activities which
included sharing and reading the Bible in their home. In addition, these activities were
performed in the families' homes and often together.
There are several family values that the families exemplified in their homes.
Communication, sharing, hard work and endurance are all family values represented and
demonstrated by the families that participated in this study. Data collected revealed that
communication, which most often occurred between family members, did so in their
native language of Spanish. This is connected to the current research that shows Hispanic
families are “both physically and emotionally close to each other” (Saracho, 2007).
Communication occurred between children and their parents, between wives and
husbands, between siblings and between mothers and teachers at the neighborhood
school. Communication between family members included topics that varied. Topics
included the type of literacy practices the family’s engaged in their homes.
Each family shared space together, as well as time. Family time activities
occurred in a natural setting and involved all family members. Whether the mothers were
preparing dinner or engaged in Bible study, information and time with each was valued
and mutual. Mothers interacted with their children while preparing dinner, helped their
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children with homework and listened to their children discuss their current favorite books
or explain what they were doing in school. Preparing dinner or completing homework
were not isolated activities because they involved nearly all family members and there
existed richness among the exchanges in the homes.
Theoretical Application
The theoretical framework for this study was rooted in the theory of the social
production of knowledge from the perspective of the Freirian approach to literacy
acquisition and funds of knowledge.
The Freirian approach to literacy acquisition has connections with using literacy
practices of immigrant families to connect the gap between home and school literacy
acquisition. Freire viewed the concept of dialogue as an essential tool for liberation and
transformation of reality (Iddings, 2009). Without this concept of dialogue, there exists a
deficiency in authentic education. According to Freire (1970), educators as literate bodies
are to be able to read the world, not solely the word. Furthermore, educators are
encouraged to expand their instructional practices beyond the mainstream classroom and
families but also consider those students and families that are “nonmainstream”. Freire’s
focus can be applied to low-income, diverse families. Education should not have the
intent of indoctrinating students to adapt to the world of oppression (Freire, 1970).
Efforts of “bridging the gap” between home and school literacy strategies should be done
so in earnest, with respect and regard to those practices that occur in the home. Some
efforts of schools to understand the literacy practices of diverse families fail to do so and
instead, promote dominant, middle-class visions of literacy (e.g., storybook reading,
engaging in school-like literacy practices), while neglecting the literacy practices of
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diverse families (Auerbach, 1989, 1995; Cairney, 1994, 2003; & Taylor, 1997). Families
in this study did engage in activities similar to the dominant culture, yet individualized
the activities that best meet the needs of their families. Literacy practices in the homes of
immigrant families did not mirror those practices in the school; yet are different pathways
towards the same goal. Furthermore, these varying and differing practices in the homes of
immigrant families and their children do not indicate families lack support of their
children’s literacy acquisition. On the contrary, the literacy practices of the participating
families share the same objective: enhance and support their children’s academic
knowledge and language and literacy acquisition.
According to Moll, et al. (1992), funds of knowledge can be defined as the
“historically accumulated and culturally developed bodies of knowledge and skills
essential for household or individual functioning and well-being” (p. 133). Each family
incorporated literacy practices in their children’s daily lives. The families shared
experiences together during family time activities that not only develop their children’s
English language acquisition but also strengthen the bond between family members. The
families’ experiences with how they approach homework practices, studying the Bible
and engaging in family activities together culturally develops the children’s “bodies of
knowledge and skills essential for household or individual functioning and well-being”
(p. 133). Thus, through ELLs’ funds of knowledge, learning was often seen as a social
process in which family members support learning (Mui & Anderson, 2008). Each
family, according to the data collected, supported learning in their homes through
different literacy activities.
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Implications
The findings of this study have several implications that may be significant. This
study has the opportunity to enrich and contribute to current research literature on
immigrant families that have literacy practices that are often marginalized by the
dominant culture, K-12 education, and effective teaching practices.
Current Research on Immigrant Families’ Literacy Practices
There is a need for sufficient research highlighting the types of literacy practices
that occur in the homes. The current study highlights types of literacy practice that may
occur in the homes of recent Latino immigrant families’ homes. Understanding and
recognizing the current literacy practices that occurred in the homes of Latino immigrant
families can be beneficial in many ways. Literacy practices help validate students’ funds
of knowledge, regardless of whether literacy achievement increases. Dorr (2006) points
out that the extensive foundation of knowledge and experiences that children possess
derives from their everyday life. The literacy practices, whatever they may be, are part of
those experiences of everyday life. This current study displayed some of the types of rich
literacy activities that transpired in homes of recent immigrant families’ homes. Studying
the Bible, homework activities and family time literacy activities were highlighted in the
current study and represented experiences of the participating families’ daily lives.
Understanding the literacy practices of ELLs in the home can provide specific cultural
information about students’ families and communities.
A main implication of this current study is that recent Latino immigrant families
exhibit literacy practices in their homes that are often discounted by the dominant culture.
Literacy practices in the homes of immigrant families may not mirror those practices in
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the school or dominant culture; yet remain pathways towards the same goal of enhancing
the literacy skills of children. Realizing the literacy practices of ELLs in the home can
provide specific cultural information about students’ families and communities. The
current study does not purport that all ELLs and their families engage in these practices,
nor is a statement being made that all Latino immigrant family homes include and engage
in these literacy practices. However, what the current study did signify was that literacy
practices in the homes of recent immigrant families’ homes “cultivated rich contexts for
literacy development” (Morrow, 2003, p. 6). Furthermore, according to Morrow, “We
must learn from and respect families and children from cultures in which evidence of
literacy activity such as storytelling exists, even though books are not readily available”
(p. 6). Findings from this study depicted that the participants were involved in productive
literacy practices, often conducted together as a family.
K-12 Education
In the K-12 educational system, ELLs exhibit much diversity in their learning
experiences. Too often, however, these experiences include struggles due to language
barriers and it is assumed immigrant families lack the language skills to support their
child’s literacy acquisition. Some schools may adopt these assumptions when ELLs in
mainstream classrooms struggle with learning academic content due to language
obstacles. In addition, with language differences, schools may assume immigrant parents
are unable to help their children with homework and other academic skills. Furthermore,
these assumptions can generate barriers between schools and immigrant parents, when
bias exist that attempt in marginalizing families’ efforts to support their child’s English
language acquisition According to Poza, Brooks, and Valdes (2014), it is necessary for
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schools and districts to “recognize both the ways in which immigrant parents actually do
the many things for which they never receive credit and the value of the other forms of
involvement in which parents are active” (p. 119). The current study demonstrated that
the participating mothers communicated with their children’s teachers in order to ensure
they were connected to what was occurring in the classroom. In addition, these families’
use of their native language of Spanish was incorporated into the practice of enhancing
their child’s English acquisition in the home. Therefore, although families’ literacy
practices did not reflect the type of practices that occur in the school, they are genuine
efforts by the families in supporting their child’s educational experiences.
In the current study, the participating mothers supported their children’s literacy
acquisition through diverse literacy practices in their homes. These practices were
indicated as vital in the support of their children in being successful in school. Therefore,
schools should inquire about and recognize this participation among immigrant families
in order to dispel any bias claims of non-involvement regarding literacy practices in the
home.
Effective Teaching Practices
Effective teaching practices must reflect knowledge of what the students already
have knowledge of, their funds of knowledge. In order for this to occur, effective
teaching practices must reflect what students already possess entering the classroom.
How can effective teaching practices best reflect this knowledge? One answer to this
question lies in understanding and recognizing that literacy practices that are happening
in the homes of Latino immigrant families.
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There is an increase of immigrant children in urban schools. Urban schools are
under increasingly high demands and pressure to resolve the extensive issue of immigrant
students lacking the English skills to be successful in school. Therefore, it is essential in
knowing the literacy practices occurring in immigrant families’ homes with their children
for educators to best understand how to meet the academic needs of immigrant
students. Educators can establish a stronger connection between immigrant families and
the school by incorporating students’ “funds of knowledge” (Moll et al., 1992) in
teaching practices. Adopting this union between ELLs’ funds of knowledge and teaching
practices can serve as a powerful addition to the classroom culture when “students’ lives
and their families’ experiences are incorporated into lessons” (Poza et al., 2014, p. 124).
Effective teaching practices should reflect students’ funds of knowledge, which
reflects their cultural background. Educators’ teaching practices are shaped by their
experiences and their prior knowledge (Goodson 1991; Nieto & Rolon, 1997). Therefore,
students are exposed to multiple perspectives based on the experiences of the teacher
evident through their teaching methods. This prior knowledge that teachers possess
influences their views about their instructional strategies and their interactions with
students (Sumara and Luce-Kapler 1996). Teaching practices can further be shaped by
the experiences that all students bring into the classroom and should reflect this diversity
in order to offer more individualized teaching practices for students.
Recommendations for Future Research
The study attempted to enhance the current research literature and address the gap
in the research about literacy practices in the homes of immigrant families. However,
there is future research that can further enrich this study. This study only included three
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families and each family was of Spanish descent. Additional insight could be collected if
provided across a larger sample of recent immigrant families and families that descend
from other immigrant populations. In addition, the study focused on recent immigrant
families with at least one child in either fourth or fifth grade and was in ESL/ELL classes
in a neighborhood, urban school. Studies that examine the literacy practices of recent
immigrant families from different cultural backgrounds, as well as having children in
other grade levels can enhance the literature on immigrant families and the literacy
practices they employ in their homes. The families that participated in this study can
provide insight informing that literacy practices do occur in the homes of recent
immigrant families, and can inform of the types of literacy practices they employ in their
homes to elementary educators, administration staff and stakeholders.
All of the participating families in this study included native Spanish speaking
mothers that are involved in implementing various literacy practices in their homes.
These women are supportive mothers that have many different roles in their families. A
follow up study on family-school connections in which the teachers are knowledgeable
about the types of literacy practices that occur in immigrant families homes with
child(ren) that are limited in English and how that connection supports language and
academic knowledge in the classroom would be beneficial for researchers to explore and
would contribute more perceptiveness into the challenges immigrant families face as they
strive to provide rich, often times, multilingual literacy practices in their homes with their
children. A study with a larger sample size of recent or established immigrant families of
other cultural backgrounds could also be informative to family-school connection
research literature as it could broaden the scope of perceptions of all those involved
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professionally with K-12 schools that include students that are English limited. Finally, a
study of recent immigrant families and the types of literacy practices they employ in their
homes with the father figure contributing a larger role could help researchers understand
the dynamics of the family unit in implementing literacy strategies in the homes.
Conclusion
Understanding that key literacy practices do occur in the homes of immigrant
families may assist in bridging the gap between parents and teachers in their pursuit to
enhance language and literacy development among children in ESL/ELL. There are
several studies that focus on schools providing literacy practice ideas and suggestions and
building the family-school connection through these suggestions of implementation to
immigrant families but very few studies focus on what is actually occurring in the homes
that support literacy acquisition. What is important to consider is many immigrant
families are building a strong language foundation in their homes using their native
language, English or both. The findings in this study suggest that immigrant families use
both but in different ways to support literacy and language acquisition and that there are
key literacy practices occurring in their homes. The questions inquired by educators
should be are the literacy practices employed in immigrant families’ homes recognized
and are they used in the design of practices for the development of immigrant children’s
language and literacy development? The families that participated in this study are
dedicated in supporting their children’s language and literacy acquisition and are aware
their children face challenges in school due to their limited English skills. The families
are secure in the fact they are helping their children to the best of their abilities. Readers
of this study should ascertain not just that the families employed literacy practices in their
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homes, but the types of practices, and that these practices do have an important role in the
education of their children.
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Appendix A
Family Invitational Letter
Dear Recent Immigrant Families,
You are invited to be in a research study conducted by Crystal Cook from the
University of Memphis. You are invited because you are a new Latino immigrant
(families that have been in the country three years or less) family with a fourth or fifth
grade child in ESL/ELL living in the Memphis metropolitan area.
The researcher is interested in different types of literacy practices in the home
which can include reading, writing or communicating in any language.
Participation is voluntary and will be greatly appreciated. You are not obligated in
any way to participate in this study. If you are interested in participating in this study,
please call or text Crystal Cook at (901) 604-3535.
Thank you!
Sincerely,

Crystal Cook
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Apéndice A
Familia Invitational Carta
Estimados Recientes Familias Inmigrantes,
Usted está invitado a participar en un estudio de investigación realizado por
Cristal Cook de la Universidad de Memphis. Usted está invitado porque eres un nuevo
inmigrante (familias que han estado en el país tres años o menos) de la familia con un 4th
o un niño de 5th grado en ESL / ELL que vive en el área metropolitana de Memphis.
El investigador está interesado en diferentes tipos de prácticas de alfabetización
en el hogar que puede incluir la lectura, la escritura o la comunicación en cualquier
idioma. La participación es voluntaria y será muy apreciada.
Usted no está obligado en modo alguno a participar en este estudio. Si usted
está interesado en participar en este estudio, por favor llame o texto Cristal Cook al (901)
604-3535.
Gracias!

Atentamente,

Crystal Cook
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Appendix B
Consent Form
Consent to Participate in a Research Study
Literacy Practices of Latino immigrant Families in the Home with their Children
WHY ARE YOU BEING INVITED TO TAKE PART IN THIS RESEARCH?
You are being invited to take part in a research study about literacy practices in
the home of recent Latino immigrant families. You are being invited to take part in this
research study because you meet the criteria for the study. The criteria includes: (1)
parent of a fourth grade or fifth grade ELL/ESL child and (2) parent is a recent Latino
immigrant to the United States. If you volunteer to take part in this study, you will be
one of three families to do so.
WHO IS DOING THE STUDY?
The person in charge of this study is Crystal D. Cook of University of Memphis
Department of Instruction and Curriculum Leadership.
WHAT IS THE PURPOSE OF THIS STUDY?
This study is guided by the following research questions:
4. What are the key literacy practices of Latino immigrant families in their
homes with their children?
5. What are the Latino immigrant families’ perceptions of the connections of
these practices to their cultures?
6. How do Latino immigrant families’ view the connection between their home
literacy practices and the acquisition of English?
WHERE IS THE STUDY GOING TO TAKE PLACE AND HOW LONG WILL IT
LAST?
The interviews will occur in a place you choose. The literacy practices that
happen in your home will be photographed by you. I am asking you to participate in this
study for three weeks.
WHAT ARE YOU ASKED TO DO?
You will be asked to participate in three weeks of research, cooperate in three
interviews that will be audio recorded and take photos of items related to literacy
practices. A single-use digital camera will be given to each family that participates by the
researcher. Also, you will be asked to bring documents, images or other items from your
home that show literacy practices in your home. Total time participation will occur as
follows:
•

Three interviews= total 3 hours
141

•

Taking pictures of items that show literacy practices in the home=1-2 hours

WHAT ARE THE POSSIBLE RISKS AND DISCOMFORTS?
There are some potential risks the researcher wants you to be aware of. You will
be choosing the location of the interviews and although no physical harm will be posed
because of this, you may be seen in public with the researcher engaged in activities
specific to the research study such as interviews and sharing of images and documents
that show literacy practices in the your homes. Also, if at any time you become emotional
while sharing literacy pictures with the researcher, we can stop the interviews.
WILL YOU BENEFIT FROM TAKING PART IN THIS STUDY?
There are no benefits from participating in this study.
DO YOU HAVE TO TAKE PART IN THE STUDY?
If you decide to take part in the study, it should be because you are interested in
volunteering. You may stop participating at any time
IF YOU DON’T WANT TO TAKE PART IN THE STUDY, ARE THERE OTHER
CHOICES?
If you do not want to be in the study, there are no other choices except not to take
part in the study.
WHAT WILL IT COST YOU TO PARTICIPATE?
There are no costs related with taking part in the study.
WHO WILL SEE THE INFORMATION THAT YOU GIVE?
The researcher will protect your identity by using a made up name. All
information and documentation collected for the purpose of this research study will be
kept safe and private by the researcher in a locked file cabinet in the home of the
researcher, and then destroyed five years after the study.
The researcher will keep private all research records that identify you, including
using fake names to label your pictures. The researcher will also use stories to illustrate
your shared experiences. The stories will be created from the interviews, transcripts,
photo artifacts and from the researcher’s journal.
In addition, during the research process when you receive your camera for
photographing literacy activities and items, be mindful not to include any identifiers, such
as faces of family members that would provide personal information about you, the
participant and your family members.
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CAN YOUR TAKING PART IN THE STUDY END EARLY?
If you decide to take part in the study you still have the right to decide at any time
that you no longer want to continue. If you discontinue participating in this study, the
data collection at that point will still be used.
ARE YOU PARTICIPATING OR CAN YOU PARTICIPATE IN ANOTHER
RESEARCH STUDY AT THE SAME TIME AS PARTICIPATING IN THIS
ONE?
You may take part in this study if you are currently involved in another research
study.
WHAT IF YOU HAVE QUESTIONS, SUGGESTIONS, CONCERNS, OR
COMPLAINTS?
Before you decide whether to accept this invitation to take part in the study,
please ask any questions that might come to mind now. Later, if you have questions,
suggestions, concerns, or complaints about the study, you can contact the investigator,
Crystal Cook at 901-604-3535. If you have any questions about your rights as a
volunteer in this research, contact the Institutional Review Board staff at the University
of Memphis at 901-678-3074. We will give you a signed copy of this consent form to
take with you.
WHAT IF NEW INFORMATION IS LEARNED DURING THE STUDY THAT
MIGHT AFFECT YOUR DECISION TO PARTICIPATE?
If the researcher learns of new information about this study, that might change
your willingness to stay in this study, the information will be shared with you. You may
be asked to sign a new consent form if the information is provided to you after you have
joined the study.
WHAT HAPPENS TO MY PRIVACY IF I AM INTERVIEWED?
Your privacy will be well kept and respected by making sure your name is not
shown to anyone. Also, any information about you will be kept confidential using fake
names.
WHAT ELSE DO YOU NEED TO KNOW?
Disclosure: No institution or companies are involved in the study through
funding, cooperative research, or by providing supplies or equipment. If you have any
further questions or concerns, you may contact the researcher, Crystal Cook at (901) 6043535 or the researcher’s advisor, Dr. Beverly Cross at (901) 678-4965.
___
I agree to be in the study

Date Signed
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___
I agree for my interviews to be audiotaped

Date Signed
___

I agree the researcher can take and use my images

Date Signed

_________________________________________
Name of [authorized] person obtaining informed consent
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Date Signed

Apéndice B
Formulario de consentimiento
Consentimiento para participar en un estudio de investigación
Prácticas de alfabetización de familias a inmigrantes en el hogar con sus hijos
¿POR QUÉ ESTÁN SIENDO INVITADOS A PARTICIPAR EN ESTA
INVESTIGACIÓN?
Que está siendo invitado a participar en un estudio de investigación sobre las
prácticas de alfabetización en el hogar de familias inmigrantes. Está siendo invitado a
participar en este estudio de investigación porque usted cumple con los criterios para el
estudio. Los criterios incluyen: (1) los padres de 4th o 5th grado ESL/ELL niño y padres
(2) es un nuevo inmigrante a los Estados Unidos. Si eres voluntario para participar en este
estudio, será uno de tres familias a hacer tan
¿QUIÉN ESTÁ HACIENDO EL ESTUDIO?
La persona encargada de este estudio es Crystal D. Cook del Departamento de la
Universidad de Memphis de instrucción y currículo liderazgo.
¿CUÁL ES EL PROPÓSITO DE ESTE ESTUDIO?
Este estudio se rige por las siguientes preguntas de investigación:
1. ¿Cuáles son las prácticas de alfabetización clave de familias inmigrantes en sus
casas con sus hijos?
2. ¿Cuáles son las percepciones de las familias inmigrantes de las conexiones de
estas prácticas a sus culturas?
3. Cómo ver la conexión entre la adquisición del inglés y sus prácticas de
alfabetización casa de familias inmigrantes?
¿DÓNDE VA A TOMAR LUGAR Y CUÁNTO TIEMPO DURARÁ EL
ESTUDIO?
Las entrevistas se producen en un lugar que usted elige. Las prácticas de
alfabetización que pasan en su casa ser fotografiada por usted. Pido a participar en este
estudio por tres semanas.
¿QUÉ SE LE PIDIÓ QUE HICIERA?
Se le pedirá participar en tres semanas de investigación, cooperar en tres entrevistas
que serán audio grabado y tomar fotos de artículos relacionados con las prácticas de
literacidad. Una cámara digital de un solo uso le dará a cada familia que participa por el
investigador. Además, se le pedirá a traer documentos, imágenes u otros elementos de tu
casa que muestran las prácticas de alfabetización en su hogar. Participación de tiempo
total se producirá de la siguiente manera:



Tres entrevistas = totales 3 horas
Tomar fotografías de objetos que muestran las prácticas de alfabetización en
el hogar = 1-2 horas
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¿CUÁLES SON LOS POSIBLES RIESGOS Y MOLESTIAS?
Existen algunos riesgos potenciales el investigador quiere que seas consciente de.
Usted será elegir la ubicación de las entrevistas y aunque ningún daño físico a plantearse
debido a esto, usted puede ser visto en público con el investigador dedicado a actividades
específicas para el estudio de investigación tales como entrevistas y compartición de
imágenes y documentos que muestran las prácticas de alfabetización en la casa. Además,
si en cualquier momento se emocional mientras compartir fotografías de alfabetización
con el investigador, podemos parar las entrevistas.
¿USTED SE BENEFICIARÁ DE PARTICIPAR EN ESTE ESTUDIO?
No hay ningún beneficio de participar en este estudio.
¿TIENES QUE TOMAR PARTE EN EL ESTUDIO?
Si usted decide tomar parte en el estudio, será porque usted está interesado en ser
voluntario. Usted puede dejar de participar en cualquier momento
¿SI NO QUIERES PARTICIPAR EN EL ESTUDIO, EXISTEN OTRAS
OPCIONES?
Si no quieres estar en el estudio, hay no hay otras opciones excepto no a tomar
parte en el estudio.
¿CUÁNTO COSTARÁ A PARTICIPAR?
Hay no hay costos relacionados con tomar parte en el estudio.
¿QUIÉN VERÁ LA INFORMACIÓN QUE LE DAS?
El investigador protegerá su identidad mediante el uso de un nombre. Toda la
información y documentación recopilada con el propósito de este estudio de
investigación se mantienen segura y privada por el investigador en un gabinete de archivo
bloqueado en el hogar del investigador y luego destruidos cinco años después del estudio.
El investigador mantendrá privada todos los registros de investigación que
identifica a usted, incluyendo el uso de nombres falsos para etiquetar tus fotos. El
investigador también utilizará historias para ilustrar sus experiencias compartidas. Se
crearán las historias de foto de las entrevistas, transcripciones, artefactos y del diario del
investigador.
¿PUEDE TERMINAR SU PARTICIPACIÓN EN EL ESTUDIO TEMPRANO?
Si usted decide tomar parte en el estudio todavía tienes el derecho a decidir en
cualquier momento que y ya no quieres seguir. Si deje de participar en este estudio, la
recolección de datos en ese momento todavía se utilizará.
PARTICIPAN O PARTICIPAR EN OTRO ESTUDIO EN EL MISMO TIEMPO
QUE PARTICIPAN EN ÉSTE.
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Puede tomar parte en este estudio si usted está actualmente involucrado en otro
estudio de investigación.
¿QUÉ PASA SI USTED TIENE PREGUNTAS, SUGERENCIAS,
PREOCUPACIONES O QUEJAS?
Antes de decidir si se acepta esta invitación a participar en el estudio, por favor,
haga preguntas que quieran venir a la mente ahora. Más adelante, si usted tiene
preguntas, sugerencias, preocupaciones o quejas sobre el estudio, puede contactar con el
investigador, Crystal Cook en 901-604-3535. Si usted tiene alguna pregunta acerca de sus
derechos como voluntario en esta investigación, póngase en contacto con el personal de
la Junta de revisión institucional de la Universidad de Memphis en 901-678-3074. Le
daremos una copia firmada de este formulario de consentimiento que lleves contigo.
¿QUÉ PASA SI SE APRENDE NUEVA INFORMACIÓN DURANTE EL
ESTUDIO QUE PUDIERA AFECTAR SU DECISIÓN DE PARTICIPAR?
Si el investigador aprende de nueva información sobre este estudio, que podría
cambiar su voluntad de permanecer en este estudio, la información se compartirán con
usted. Se le podría firmar un nuevo formulario de consentimiento si la información es
proporcionada a usted después de que se ha unido el estudio.
¿QUÉ PASA CON MI PRIVACIDAD SI ME ENTREVISTANDO?
Su privacidad será bien cuidada y respetada asegurándose de que su nombre no se
muestra a nadie. Además, cualquier información sobre usted se mantendrá confidencial
usando nombres falsos.
¿QUÉ MÁS NECESITAS SABER?
Aclaracion: Ninguna institución o empresas están implicadas en el estudio a
través de financiación, investigación cooperativa, o proporcionando suministros o
equipo.
___
Estoy de acuerdo en participar en el estudio

fecha firma
___

Estoy de acuerdo que mis entrevistas será auto grabado

fecha firma

___
Estoy de acuerdo el investigador puede tomar y utilizar mis imágenes fecha firma
_________________________________________
Nombre de la persona [autorizado] obtener el consentimiento informado fecha firma
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Appendix C
Interview Protocol
Interview Protocol: Literacy practices of Latino immigrant families with their children in
the home
Date:
Place:
Interviewer:
Interviewee:
Position of interviewee:
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